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Foreword 
My scientific curiosity through the years has enabled me to question several 
issues of daily importance, for example, how children in Peru successfully cope with 
adverse life conditions in order to survive. At the beginning, while trying to define a 
research topic, my interest was centered in the following question: Do Peruvian 
children develop a distinctive model of intelligence that helps them acquire a creative 
way of survival? Specifically, I was wondering about the development of a memory 
model in these children. In 1985, when Professor Franz Monks interviewed me as a 
possible candidate in the PUCP-KUN doctoral project, I presented the outline of a 
research project related to this topic. Afterwards, as I gained more experience 
through my professional career, my focus of interest began to shift. As an 
educational psychologist I found out that not only personal but also contextual 
features were important in children's accomplishment of personal and academic goals 
that would help them cope with reality. My main interest shifted to academic 
performance and its relation with children's social networks, especially parental 
support. Consequently, I changed my research project in this direction, introducing 
other possible predictors studied in the present project. 
Now, that I have finished the project, I have the conviction that not only the 
findings and their usefulness in our Peruvian reality have been important to me, but 
also the personal learning process I have experienced. I learned to value the 
importance of theoretical coherence, and at the same time, the need of empirical 
evidences that would support it. The experience led me to cope with many new 
demands that were related to personal and technical know-how issues, as well as, 
family concerns. In this sense, it was a very fulfilling venture. 
Due to other responsibilities and to the absence of a doctoral program in Peru, 
I thought it was unlikely to accomplish higher academic degrees. However, the 
PUCP-KUN Program opened the possibility of achieving this academic enterprise. I 
highly appreciate this opportunity and hence I want to express my gratitude to the 
Catholic University of Peru (PUCP), in particular to the "Dirección Académica de 
Investigación", and to the Catholic University of Nijmegen (KUN). I feel it has been 
a privilege for me to experience their support, excellence, concern, confidence, and 
respect, as a faculty member of the PUCP as well as a doctoral candidate in the KUN, 
but mainly... as a person. 
During the progress of my work, many people have been very helpful and 
supportive. I mean those who assisted me with academic and technical aspects as 
well as those who helped me cope with the adaptation process of living in a different 
culture with a completely different language. In this sense, I want to affectionately 
express my gratefulness to my Promotor and Co-promotor who, together with 
Norma, have greatly helped me with important issues of my work, and gave me their 
trust and personal example of integrity. From them, I learned to question and hence 
understand the purpose of the procedures I was taking. I thus gained a global vision 
and a sense of integration that has been useful in fulfilling my research's objectives, 
and particularly, in my development as a researcher. 
Being far away from home has been quite an experience for me and especially 
for my family. Coping with the situation of being apart was hard for both of us and 
represented mixed feelings of achievement in one way and longing in the other. My 
family has been a major part of this accomplishment because of their continued 
patience and support. I want to thank them all for always being there for me. 
On the other hand, I want to express my gratitude to all my friends who made 
my stay in Nijmegen so pleasant as it was, especially to Carla, Liarme and Manuel, 
Lucia, Jolien, Gerbert, Ron, and Rulof. 
I also have to mention Frans and Arturo for their statistical assistance, 
Chabuca and my sister Marcela for their meticulous organization, and all the students 
who helped me with the data collection, especially Rosa. 
At the same time, I must acknowledge the Peruvian schools that accepted to 
participate in this research project and granted me their valuable time. 
I want to make every person who helped me one way or another in this 
fascinating, but demanding journey, part of this accomplishment. Thank you all for 
giving me the opportunity to learn and achieve many things that would have 
otherwise quite possibly remained beyond my grasp. 
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A Psychological Perspective on School Performance 
Development is closely associated to education. Poor education is related to 
higher rates of illiteracy, malnutrition, infant mortality and morbidity, poverty, and 
political and economic instability. For many decades until the present, the Peruvian 
educational system has been submerged in a profound crisis. Although, for a long 
time now, school achievement fall far short of expectations, little has been done to 
really understand and solve the poor outcomes and the related consequences, neither 
from a pedagogic nor from a psychological perspective. Experiences as an 
educational psychologist with students, teachers, and parents in several schools in 
Lima, have posited the problem of identifying the predictors of school achievement 
and understanding the processes leading to achievement. In everyday school, it is 
possible to observe that parents who are involved in school activities, such as 
workshops or conferences, have children with better adjustment and academic 
success. Psychologists and teachers have questioned whether specific personal 
attributes of students distinguish good achievers from others who do not even achieve 
the basic objectives. With regard to the poor academic outcomes, some teachers and 
psychologists blame it to the lack of support from parents or to poor family 
backgrounds while others blame it to poor teaching conditions or personal 
characteristics of students. In Peru, there are no empirical evidences of the relation 
between predictors of school achievement in adolescents in regard to students' 
personal characteristics, family background, or parents' behavior. 
2 Chapter 1 
These observations and the necessity of creative proposals to improve 
Peruvian educational accomplishments, plus the lack of systematic investigation of 
this phenomenon in Peru have motivated the following research. The main purpose of 
this project was to identify predictors of adolescents' school performance and to 
propose the taxonomy of paths from these predictors to adolescents' school 
performance. Secondary purposes of this study were to establish whether these path 
models are generalized across gender and school levels. 
Among the possible predictors of school performance in this study, students' 
person characteristics, their perceived support from significant persons in their 
relational network, and context variables were considered most prominent. Students' 
perception of their personality attributes and their ideal self (understood as the 
discrepancy between their actual and their ideal personality) were considered as 
important person characteristics. Students' perceived support from parents, best 
friends and most liked teacher, and the peer group relations, as well as their family 
background were considered as the primary contextual features to be studied. 
In this introductory chapter, the rationale of the three path models 
representing predictions of school performance that are studied in this project, is 
exposed. The methodological overview of the project is described and discussed in 
Chapter 2. Next, in three empirical studies three interrelated path models were tested. 
In Chapter 3, the first model tested is presented. This model emphasized the 
association between adolescents' perceived personality and their school achievement 
through ideal self and peer relations as mediator variables. Based on this first model, 
a second model was developed and tested in Chapter 4. This second model added a 
new set of variables to the first model, that is, adolescents' perceived interpersonal 
support from parents, best friend, and most liked teacher, keeping personality 
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characteristics, ideal self, and peer relations as mediator variables between perceived 
interpersonal support and school performance. In Chapter 5, the results of a third 
model are shown. This model included parents' reports and related adolescents' 
family background, i.e., educational orientation of the family, family wealth, parents' 
involvement with school, and family composition, in predicting school performance, 
maintaining adolescents' perceived interpersonal support, their personality, their ideal 
self, and their peer relations as mediator variables. Finally, in Chapter 6 the results of 
the three empirical studies are integrated in a general discussion and the taxonomy of 
paths is identified. 
Person Characteristics and School Performance 
Numerous personal attributes, cognitive abilities, learning styles, perception of 
control, experienced stress, style of coping, among other personal characteristics, 
have been related to school achievement. In this literature, it is not easy to determine 
which of these are major and which are minor predictors of school achievement. 
Moreover, interrelations among these predictors are hardly taken into account in 
determining their relative predictive value. In this project, adolescent students' 
perception of their personality was chosen as a most comprehensive set of personal 
attributes for the prediction of their school performance. Personality was defined as 
the central orientations or behavioral styles that typify individuals across different 
situations over time. In this definition, personality is described as a rather static 
representation of individuals' psychological structure. For proper understanding of the 
relation between adolescents' personality and their school performance mediating 
processes must be specified. Therefore, it was further assumed that at least two major 
factors mediated between adolescents' personality and their school performance, that 
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is, first, adolescents' aspired or ideal self and, second, their sociometrie status in class 
(peer acceptance and peer rejection). Adolescents' ideal self was supposed to be 
reflected in their attainment of personal standards within the salient domain of their 
school performance. Adolescents' sociometrie status was used as an indicator of the 
quality of adolescents' relations with peers at school affecting their psychosocial 
functioning in school performance. The first aim of this project was to clarify the 
mediation processes that can be traced between adolescents' personality and their 
school performance through their ideal self and their sociometrie position in class. Of 
course, other processes, for example, those related to the quality of teaching and 
educational materials and methods, are relevant for the relation between students' 
personality and school performance. These educational processes, however, are 
beyond the scope of this project. 
Adolescents' perceived personality 
The Choice of a Personality Model. In recent years, numerous studies on the 
description of personality (Briggs, 1992; Digman, 1989; 1990; Digman & Inouye, 
1986; Goldberg, 1990, 1992a, 1992b; Hofstee, de Raad, & Goldberg, 1992; John, 
1990; John, Caspi, Robins, Moffit, & Stouthamer-Loeber, 1994; McCrae & Costa, 
1989, 1993; Peabody & Goldberg, 1989; Piedmont, McCrae & Costa, 1991; Saucier, 
1992; Schölte, van Aken, & van Lieshout, in press (a); Trapnell & Wiggins, 1990; van 
Lieshout & Haselager, 1994) have demonstrated that the Big Five personality model 
provides a comprehensive description of an individual's emotional, interpersonal, 
experiential, and motivational styles, as they are expressed in different environments. 
Factor analyses of a great variety of assessment measures, such as personality 
inventories or comprehensive lists of adjectives, revealed the expected five-factor 
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solution, that is, Extraversion, Agreeableness, Conscientiousness, Emotional 
Stability, and Openness to Experience. These studies demonstrated that the five 
factors are largely invariant across methods of assessment and across different types 
of observers, including self-reports by adolescents, although there are some 
discussions about a larger number of factors in children and adolescents (van Lieshout 
& Haselager, 1994; John et al, 1994). 
Costa and McCrae (1992a) provide arguments and evidence why these five 
factors represent the basic dimensions of personality (for a critical analysis, however, 
see Block, 1995). First, there is large evidence for the reality of the factors. They are 
stable across long periods of time and are similarly assessed by different observers. 
The stability and cross-observer validity define the five factors as enduring 
dispositions that can be inferred from patterns of behavior. Secondly, there is 
evidence for the pervasiveness of the factors in the sense that the same factors of 
Extraversion, Agreeableness, Conscientiousness, Neuroticism (Emotional 
(Instability), and Openness for Experience or Intellect are found by different authors. 
Thirdly, the universality of the factors is evident. They are found across different ages, 
sexes, races, and cultures, although they may be somewhat differently expressed by 
each one (Paunonen, Jackson, Trzebinski, & Fosterling, 1992). At last, there are good 
reasons to suspect that all five factors have some biological foundation because 
measures of all five have shown evidence of being partly heritable. In a recent 
publication, Costa & McCrae (1997) underlined again that the Big Five model of 
personality has not changed and, today, there is even more evidence of its universality, 
comprehensiveness, and practical relevance. The universality, comprehensiveness, and 
practical relevance of the Big Five personality model were essential arguments for its 
use in this project. 
6 Chapter 1 
Briggs (1992) presented an analysis of the different types of measures used to 
assess the Big Five personality factors. A first distinction concerned the type of items 
used, that is, one type of measures used adjectives and others used short phrase items. 
A second distinction referred to the measures that were specifically developed for the 
purpose of measuring the five-factor model and those that were originally developed 
as measures in some other model but that can be reinterpreted within the framework 
of the five-factor model. Briggs pointed out several advantages of using adjectives 
rather than short phrase items. The set of adjectives in a language is finite and 
definable. Words originate in observations of people across the history of mankind, 
and, therefore, they provide a meaningful as well as representative set of terms for 
describing personal characteristics of social consequence. Adjectives provide 
economic measures, not only in their form of presentation, but also in the time it takes 
to answer. Briggs (1992) advocated items consisting of pairs of adjectives with 
opposite meaning. In his analysis of Goldberg's 100 paired adjectives, Briggs 
indicated as an advantage of this sort of instruments their avoidance of the ambiguity 
inherent in single adjectives. In specifying the dimension of interest, neither pole can 
be interpreted in isolation and perhaps idiosyncratically. Furthermore, the transparent 
bipolar format requires fewer rating decisions by the respondent but leads to slightly 
higher correlation among the five factors. These arguments have led to the use of this 
type of items in this project. 
Although the five-factor model has been studied mainly with adult samples, 
there is similar support for the model in children and adolescents with some 
differentiation in the number of factors (John et al. 1994; van Lieshout & Haselager, 
1994). Digman (1989) reported moderate stability of the Big Five dimensions across a 
four-year period from childhood into early adolescence. Costa and McCrae (1993), in 
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a study of the stability and change in personality from adolescence through adulthood, 
found that the five factor structure is invariant at least from adolescence on, although 
there may be some minor changes in the factors across age. They suggest the age of 
30 years as the point of full maturity in personality. An additional argument for 
adopting the Big-Five model for this project was the possibility to assess the five 
factors using adolescent self-descriptions. 
Personality and School Performance. Personality traits not only reflect 
behavior quite accurately, but are also significantly related to actual behavior 
(Digman, 1989). Several studies have shown that personality may play an important 
role in academic achievement. Furnham (1992) found that there is a systematic 
correlation between personality and learning styles. He suggested that individuals 
with different personalities have different cognitive styles and will approach learning 
differently, as well as, use different decision-making strategies. At the same time, 
different kinds of educational experiences are more suited to different personality 
types. 
Two factors were identified as specifically related to school performance. One 
refers to the individual's characteristic way of dealing with tasks in his or her life, 
Conscientiousness, and the other to aspects of intellectual functioning related to 
achievement, Openness to New Experiences (Krahé, 1992; Costa and McCrae, 
1992b; McCrae and Costa, 1993). One of the main factors related to school 
achievement is Conscientiousness. Digman (1989) suggested that it should be labeled 
as "Will to achieve" because of its significant relationship with formal criteria of 
educational and occupational achievement. Gellatly (1996) found that performance 
expectancy and goal choice where two processes that mediate the relation between 
Conscientiousness and task performance. High conscientious individuals set higher 
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personal goals because they believe they could attain higher levels. This finding 
corroborates that Conscientiousness is a factor associated with will to achieve. 
Several authors (cf. Costa and McCrae, 1992; Dollinger & Orf, 1991) pointed out 
that this factor is the best predictor of job performance and achievement. On the other 
hand, Conscientiousness has been identified to represent an individual's cognitive 
structuring, order, and low impulsiveness (Gellatly, 1996). Conscientiousness is not 
the only factor that has an association with academic performance; Costa and McCrae 
(1992) also indicated that Openness was an important predictor of vocational 
interests. 
Graziano and Ward (1992) have also provided evidence for the relationship 
between the Big Five dimensions and adolescent adjustment in school. They found 
that teachers' evaluations of adolescents' general adjustment, academic conduct, and 
appearance were domains mostly correlated to Conscientiousness, while the social 
and athletic domains were more related to Extraversion. In a study about the relation 
between personality and personal action, Little, Lecci, and Watkinson (1992) found 
strong evidences that personality factors are related to an overall positivism in 
individuals' personal project systems. Conscientiousness was associated with 
academic and interpersonal domains of the project. Neuroticism with lack of 
enjoyment in one's projects, perceived lack of control, and with a sense of time 
pressure and stress. Extraversion was related with efficacy, project visibility, and with 
having sufficient time to carry out the project. Openness, with several dimensions of 
meaning and with a sense of control and absence of experienced difficulties in 
personal projects. And, Agreeableness was associated with positive evaluations of 
meaningfulness of personal projects. 
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In the present study, it was hypothesized that personality will be associated 
with school performance. Several studies, however, have suggested intermediate 
psychological processes between personality and school performance (cf. Gellatly, 
1996; Little et al., 1992). These processes concern individuals' specific task 
expectancies and goal setting (Gellatly, 1996) but also their evaluations of personal 
projects from a variety of perspectives, including their meaning for an individuals' 
social context (Little et al., 1992). Therefore, in an initial path model, school 
performance was assumed to be predicted by several personality dimensions, but this 
relation was assumed to be mediated by adolescents' ideal self and by their 
sociometrie status in class, i.e., peer acceptance and peer rejection. 
Conscientiousness, indicating adolescents' will to achieve, diligence, and hard 
working, and, Openness, which is relevant to intellect and curiosity, supposed to be 
specifically relevant for academic achievement. Other personality dimensions were 
considered to be not directly but indirectly related to adolescents' school 
performance. 
Ideal Self. Personality, and School Performance 
Self-concept, the knowledge component of the self, and self-esteem, the 
evaluative component, are personal characteristics that, by common sense, are 
considered important predictors of production and academic achievement and may be 
meaningful for estimating how well a student will do in school. In spite of the great 
importance given to self-concept and self-esteem, researchers have found little or no 
relations with academic achievement at least with self-concept and self-esteem as 
global concepts (La Rosa, 1995; Delugach, Braken, Bracken, & Schicke, 1992; cf. 
Streitmatter, 1989). Some dimensions of these concepts have been found to be 
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associated with academic achievement, that is, the aspect of self-identity (Streitmatter, 
1989), and the academic self-concept (Harter, 1982; van Boxtel & Monks, 1992). 
The contradictory results may be due to the lack of consensus about the dimensions 
that are to be included in measures of self-concept and self-esteem, and also to 
methodological and theoretical weaknesses that limited the quality of this research 
(Delugach et al, 1992). 
For a number of years, the development of students' self-esteem has been a 
central point in education and an important goal to achieve. Programs were 
specifically designed for the purpose of enhancing and promoting healthy self-esteem 
with the collaboration of teachers and significant others (Reasoner, 1983). Not all 
these programs have been successful, however. It has happened that some schools in 
their attempt to promote self-esteem even have lowered the excellence requirements. 
As a consequence, students enhanced their self-concept and rated themselves as 
having a high self-esteem and self-concept in specific courses, such as mathematics, 
despite the fact that they had achieved lower academic outcomes in that same subject. 
Some critics have argued that these efforts have been more harmful than beneficial 
and that it has contributed to the lowering of academic standards. 
A number of theorists (Block & Robins, 1993; Moretti & Higgins, 1990; 
Pelham, 1995) have proposed that self-esteem is the outcome of a comparison 
between the perceived characteristics of the actual self and a self-evaluative standard 
or an ideal or desired state. Individuals differ in the importance given to actual-self 
attributes and in the type of ideal-self standards they hold. The discrepancy specifies 
the individual's evaluation of their actual self, i.e., personal attributes and 
competencies, in relation to the ideal self, i.e., wishes that they hold for themselves or 
that they believe others hold for them, or their ought self, i.e., duties and obligations 
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prescribed by themselves or others. Moretti and Higgins (1990) found that the actual-
ideal discrepancy is related to self-esteem, whereas this is not true for the actual-ought 
discrepancy. In this sense, the actual-ideal discrepancy may be a measure of the 
individual's self-esteem. 
In this study, adolescents' personality self-reports are considered as 
comprehensive descriptions of their self-concept. Adolescents provided this 
description answering the question: "What kind of person are you at the present 
moment?' Ideal personality was assessed asking them to describe themselves again, 
but in this case answering the question: "What kind of person do you want to be?" In 
using the same item set, it was expected that adolescents would provide a similarly 
universal, comprehensive, and practically relevant description of their ideal self as they 
had provided for their actual personality description. The use of the same item set 
assured optimal comparability of actual and ideal personality in each adolescent. 
Two types of scores can be used to assess the similarity or the discrepancy 
between adolescents' actual and ideal personality description. The first type is the 
intraindividual coefficient of correlation between the item scores of an adolescent's 
actual and the item scores of his or her ideal personality description (cf. Block & 
Robins, 1993). This coefficient of correlation estimates the similarity between an 
adolescent's actual and ideal personality profiles, disregarding the average level of the 
scores, as well as the average discrepancy of both profiles. The second type concerns 
the difference scores between the item scores of an adolescents' actual and of his or 
her ideal personality description. The difference scores also disregard the average 
level of the scores, but not the discrepancy between both profiles. In this project, the 
average difference or discrepancy scores across the five dimensions of each 
adolescent's actual and ideal personality description were used as an index for 
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measuring his or her ideal self. In using the averaged score across the Big Five 
dimensions some information concerning the similarity of the profiles is lost, but the 
average discrepancy score offers the best estimate of the discrepancy between actual 
and ideal personality. Moreover, in the path analysis to be used in this project to 
evaluate the role of ideal self in mediating between adolescents' personality and their 
school performance, the level of each of the Big Five personality dimensions is 
entered in the analysis anyhow. In sum, an estimate of ideal self, similarly universal, 
comprehensive, and practical as the assessed actual personality or self-concept, was 
used in this project to evaluate the mediation role of ideal self between adolescents' 
personality and their school performance. 
Contextual Predictors of School Performance 
Context variables have a great influence over an individual's development. In 
this study, three sets of context variables were taken in account in relation to school 
performance. First, perceived interpersonal support from parents, best friend, and 
most liked teacher. Second, the group relations in classroom, in particular, the 
sociometrie status of students. Because this variable is so proximal to school 
performance, it was modeled as an intermediate between adolescents' personality and 
their school performance. And, third, the family context, i.e., educational orientation 
of the family, family wealth, parents' involvement with school activities, and the 
family composition. 
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Perceived interpersonal support 
Children and adolescents are not isolated persons; they are in the center of a 
network of dyadic relationships that are crucial for their psychological development. 
Relational support that adolescents experience from persons in different relationships, 
such as fathers, mothers, siblings and best friends, are a main source of influence 
(Kupersmidt & Coie, 1990; Marjoribanks, 1990; Wentzel, 1991; White & Kistner, 
1992). There are similarities in the structure of social support that adolescents 
experienced from persons in different relationships (cf. van Lieshout, Cillessen, & 
Haselager, in press), but there are also differences in the support from persons in 
different relationships (Berndt, 1989; Schölte, van Aken & van Lieshout, in press (b)). 
Social support has been included in many studies with a diversity of concepts 
and measures. Barrera (1986) proposed that these concepts could be organized in 
three broad categories, i.e., social embeddedness, enacted support, and perceived 
social support. Social embeddedness refers to the connections with significant others 
in a person's social context, hence to be measured through the numbers of support 
providers or social contacts. The enacted support is related to the actions individuals 
perform when they provide support. Perceived social support is the cognitive or 
emotional appraisal of being reliably connected with someone. In this case, it is 
important to measure not only the availability of support but also its adequacy and the 
target person's satisfaction with the support. In this project, the prediction of school 
performance by perceived support was considered from individuals who are most 
relevant for adolescents' school performance, that is fathers, mothers, best friends, 
and most liked teachers. 
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Measuring social support has been of great interest and is an important issue in 
research. In theoretical analyses and empirical studies, several dimensions have been 
considered as relevant in measuring social support. Different dimensions may vary 
somewhat among the different authors. However, dimensions as emotional support, 
informational support, instrumental support, behavior regulating support, esteem 
support, support of goal orientations, and companionship support can be 
distinguished (Barrera & Ainlay, 1983; Bell, Dill, & Burr, 1991; van Lieshout & van 
Aken, 1995; van Lieshout, Cillessen, Haselager, in press; Vaux, Burda, & Stewart, 
1986). These dimensions were considered in the study of adolescents' experienced 
support in each examined relationship in this project. 
Perceived Support from Parents. Parents play an important role in their 
children's identity formation in the sense that they are models and definers of their 
children's attitudes, values, and norms, and, hence, provide the basis for their 
children's own belief systems. The affective quality of family relationships has been 
found to be associated with adolescent psychosocial competence such as self-esteem 
and identity development. When the family context was emotionally supportive, 
cohesive, and accepting, children's identity development was enhanced as well as their 
self-esteem (Amato, 1989; Harter, 1982; 1983; Maccoby & Martin, 1983; Papini, 
Sebby, & Clark, 1989; Streitmatter & Pate, 1989; van Aken & Riksen-Walraven, 
1992). 
In relation to school performance, previous studies have shown that 
adolescents with more positive attitudes toward school and higher aspirations have 
parents and friends with more positive attitudes and higher aspirations (cf. Bemdt, 
Miller & Park, 1989). Many studies about the degree of parental influences over 
adolescents have found that parents have considerable influence over their children 
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especially in the occupational and educational areas of life (cf. Cohen, 1987). Parents' 
influence on their children's educational aspirations and attainments are due to both 
modeling and defining influences. The degree and strength of the influence varied with 
the child's gender and the socioeconomic level of the family. In this way, daughters 
were more influenced by parental modeling but not by parents as definers; boys were 
influenced predominantly through parental denning (Cohen, 1987). Marjoribanks 
(1990) found that parents' support had a strong association with boys' educational 
and occupational aspirations, whereas in girls this association was moderate. It is also 
clear that parental, especially maternal support, contributes to: school readiness (Hess, 
Holloway, Dickson, & Price, 1984), school and cognitive performance (Masselam, 
Marcus, & Stunkard, 1990; Miller, Manhal, & Mee, 1991), achievement and academic 
success (Cutrona, Cole, Colangelo, Assouline, & Russell, 1994; Snodgrass, 1991), 
and adjustment, self regulation and school competence (Dubow, Tisak, Causey, 
Hryshko, & Reid, 1991; Grolnick & Ryan, 1989). 
Parenting styles reflect a diversity of values and behavior standards that 
children are expected to adopt and vary in the ways these values and expectations are 
transmitted. Dombusch, Ritter, Leiderman, Roberts, and Fraleigh (1987) examined 
three parenting styles (i.e., authoritarian, permissive, and authoritative styles) in the 
context of adolescent school performance. They found that parenting style was 
related to the age of the adolescent in the sense that maturation affects the levels of 
authoritarian and permissive parenting. On the other hand, they found a correlation 
between school grades and the three types of parenting for both sexes; authoritarian 
and permissive styles were negatively correlated with school achievement whereas for 
the authoritative style a positive correlation was found. Students tend to get lower 
grades when they experienced more authoritarian, more permissive or less 
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authoritative parenting. Similarly, Steinberg, Elmen, and Mounts (1989), found that 
adolescents who described their parents as treating them warmly, democratically, and 
firmly were more likely than peers to develop positive attitudes and beliefs about their 
achievement and, as a consequence, they were more likely to do better in school. 
Adolescents who come from authoritative homes were better adjusted, more 
competent in general and in academic areas, more confident about their abilities, and 
less likely than their peers to get in trouble. Adolescents from authoritarian homes 
have high scores in obedience and conformity to the standards of adults, do well in 
school, and they are also less likely than their peers to get into trouble. These 
adolescents, however, seem to be overpowered into obedience; their self-confidence is 
affected, showing low self-reliance and low self-perception of their own social and 
academic abilities (Bronstein, Duncan, D'Ari, Pireniadz, Fitzgerald, Abrams, 
Frankowski, Franco, Hunt, & Oh Cha, 1996; Lamborn, Mounts, Steinberg, & 
Dornbusch, 1991). 
Perceived Support from Best Friends. School accomplishment is not only 
influenced by parents' support but also by other support providers. Relationships 
with a best friend contribute to both social and cognitive development (Hartup, 1992). 
Adolescents share with friends a variety of resources and develop mutual interactions 
like helping each other and providing stability in times of emotional stress, sharing 
advice, serving as trusted confidants and critics, and sharing companionship and 
recreation. Reciprocity and equality are central to friendship (Hartup, 1992; 
MacDonald, 1996). Hartup (1992) mentioned that there is evidence for four 
friendship functions, that is, (1) emotional resources — both having fun and adapting 
to stress; (2) cognitive resources —both for problem solving and knowledge 
acquisition; (3) socialization contexts in which basic social skills are acquired; and (4) 
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forerunners of subsequent relationships. Berndt (1989) suggested that friends share 
different types of support, that is, esteem support, informational support, instrumental 
support, companionship support and other features or types of support. Reid, 
Landesman, Treder, and Jaccard (1989) add to this list the dimension of constructive 
conflict. 
Perceived Support from Teachers. Teachers' support is a central point in 
academic success and outcomes. Teacher's comments, behaviors, and instructional 
methods have great influence over students' achievement and classroom behavior. 
Teachers' positive comments and supportive feedback provide important and helpful 
guides and encourage students (Hitz & Driscoll, 1988). Moreover, students spend 
much time with their teachers enabling them not only to influence students' academic 
achievement but also other behavioral domains. Teacher appraisals may also influence 
children's group attitudes and peer preferences by enforcing expectancies and 
stereotypes about children's group membership. Teachers may also affect 
adolescent's educational and occupational aspirations (Marjoribanks, 1990), 
classroom goals (White & Kistner, 1992), and stereotypes and academic success 
expectations (Corenblum, Annis, & Tanaka, 1997). White and Kistner (1992) found 
that teachers' feedback had great influence on social preferences and perceptions of 
young children. Teacher attention to appropriate behavior resulted in increased 
preference and more positive judgments of the target child. When students, in 
contrast, received derogatory feedback from their teachers, they received lower 
preferences and judgments and more negative descriptors. Teachers' corrective 
feedback had little impact on children's preferences. 
Perceived Support from Multiple Sources. Interactions among support 
providers were found in several studies (Hunter & Youniss, 1982). The quality of 
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parent-child support as well as the child's age affect friendship quality. Parents are a 
major source of support during the child's early years. However, beginning in 
preadolescence, best friends become the major source of companionship. Friends' 
intimacy increases and cross-sex friendships are increasingly accepted in later years 
(Bemdt, 1989; Berndt & Perry, 1986; Bronstein et al., 1996; Buhrmester & Furman, 
1987; Furman & Bierman, 1984; Hartup, 1992; Hunter & Youniss, 1982; Kurdek, 
Fine, & Sinclair, 1995; Newcomb & Bagwell, 1995). 
In a study comparing parents' and friends' support in relation to school 
adjustment, Berndt (1989) found that most adolescents agreed that their parents, not 
their friends, had an important influence on their adjustment in school. Despite these 
results the author suggested not to underestimate friends' influences on school 
attitudes and achievement. Perhaps school is not an important issue among 
adolescents and, therefore, they do not perceive their best friends' influence. 
In the present study, it was hypothesized that support from parents, friends, 
and teachers are indirectly related to school performance through personality, ideal 
self, and peer acceptance and peer rejection as mediator variables. 
Sociometrie Status and School Performance 
Children and adolescents have different types of relations with different 
persons present in their proximal or distal context. They establish group or peer 
relations in school or in their neighborhood, which are distinct from interpersonal 
dyadic relationships with particular individuals their social network, such as their 
parents or a best friend. Peers represent an important source of influence over 
adolescents' identity and behavior. For school performance, adolescent peer relations 
in their school class are particularly relevant. The quality of peer relations can have a 
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powerful influence on later school adjustment and performance, as well as their 
motivation in school (Kindermann, 1993; cf. Parker and Asher, 1987). Literature also 
suggests, however, reciprocal effects between academic achievement and social 
adjustment (Baldwin & Sinclair, 1996). Low peer acceptance and aggressiveness 
seem more powerful predictors of later negative outcomes than personality 
characteristics as shyness. 
In relation to school performance, there is a consensus that rejected and 
aggressive students' showed poorer academic outcome, and were at risk of failure and 
subsequent problems of adjustment. On the contrary, students who are well accepted 
by peers may be high achievers (Kupersmidt & Coie, 1990; Parker & Asher, 1987; 
Parkhurst & Asher, 1992; Wentzel, 1991). Wentzel (1991) found that sociometrie 
status type was related significantly to achievement (General Point Average, GPA) as 
well as to other social competence variables. Specifically, popular as well as 
neglected children earned higher grades (GPAs were significantly higher), and 
rejected children earned lower grades (GPAs were significantly lower) than average 
status children. Popular status children were significantly more socially responsible, 
trusting, and adaptive problem solvers than average status children were. Rejected 
children scored significantly lower than average on these same variables. Peer 
rejection places children at risk for academic failure, because rejected children display 
high levels of socially irresponsible behavior in school and low levels of interpersonal 
trust. Nevertheless, not all students with poor grades were rejected. Some of them 
are perceived as more popular, in particular, if they had high ability or displayed high 
effort (Juvonen & Murdock, 1993). 
Teachers may also influence peer relations in a school class. They tend to like 
successful students more than unsuccessful, high-ability students more than low 
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ability, and hard working students more than those who do not try (Haager & 
Vaughn, 1995; Juvonen & Murdock,1993). Students who are most liked by teachers, 
however, are not necessarily popular among classmates. On the other hand, teachers' 
perceptions and evaluations of student behavior may be biased by students' 
sociometrie status (Kindermann, 1993). Coie and Dodge (1988) in a study of 
multiple sources of data about social behavior found that teachers' ratings in 
mathematics and reading achievement indicated that popular boys have fewer 
academic problems than average boys, and rejected boys have the most. These results 
were supported by a recent study where Wentzel and Asher (1995) found that 
rejected children were perceived by teachers to be less self-assured and to start fights 
more often than average status students were. They were also preferred less by 
teachers and perceived by classmates as not being good students. Specifically, the 
highly aggressive rejected children showed a distinct poor academic profile plus 
several behavioral problems such as adjustment difficulties, depression, and being 
involved with deviant peers (French, Conrad, & Turner, 1995). In contrast, popular 
children were perceived by teachers to be more helpful to others and their classmates 
more often nominated them as being good students. These results are in agreement 
with a great number of publications that popular children develop highly competent 
social abilities while rejected children are at risk in their social development 
(Kupersmidt & Coie, 1990; Newcomb & Bukowski, 1993; Wentzel, 1991; Wentzel & 
Asher, 1995). 
Peer relations may also vary according to grade level. Students in lower 
grades desire to portray themselves as effortful to teachers as well as to peers whereas 
older ones are more concerned about their popularity among peers than to their 
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teachers, trying not to show that they study hard. For early secondary students being 
diligent will facilitate teacher approval but not necessarily peer popularity whereas 
elementary students perceive that high effort increases both teacher and peer approval 
(Juvonen & Murdock, 1995). Adolescents' peers may perceive success due to effort, 
as a sign of competitiveness, which may violate one of the basic premises of positive 
peer relations, namely, equality. On the other hand, if students fail in an exam it is 
likely that they attribute the outcome to lack of effort, even if they have tried hard, to 
avoid public humiliation and peers' negative judgment (Juvonen & Murdock, 1993). 
In the models tested in this study, adolescent sociometrie status in their school 
class, i.e., peer acceptance and peer rejection, has been considered as a mediator 
variable between personality and school performance. It was assumed that 
adolescents' acceptance and rejection in their school class, as well as the importance 
adolescents attributed to their position in the class group, intermediate between their 
personality and their school performance. It is hypothesized that adolescents' 
sociometrie status in class is a context variable that is very proximal to their school 
performance and, thus, may affect school performance. 
Family context 
Family context affects the development of family members in various ways, 
including children's educational opportunities. Although a large variety of variables 
affecting children's opportunities can be distinguished in the family context, altogether 
these variables cover a limited number of domains, such as the educational level of the 
family, family wealth, family health, family mobility, and family structure (Zevalkink, 
1997). In this project, parents were asked to evaluate a broad spectrum of family 
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context variables that might be relevant for the educational opportunities of their 
children. On the basis of factor analysis, the results of the questionnaires were 
reduced to five dimensions, that is, the educational orientation of the family, family 
wealth, parental involvement in the target adolescent's school, and the family 
composition. 
A higher educational level of family members and higher educational 
aspirations are mostly associated with higher family wealth or higher socioeconomic 
level of the family. On the other hand, compared to family wealth a higher 
educational level of the family is supposed to be more directly related to higher school 
achievement of the children (Reynolds, 1991; Reynolds & Lee, 1991; Feiner, Brand, 
DuBois, Adan, Mulhall & Evans, 1995). Moreover, several studies reported that 
economic hardship was indirectly related to adolescent adjustment, including school 
achievement, through the level of satisfaction of the parents, marital discord, quality 
of parenting, and, thus, through experienced social support (Conger, Elder, Conger, 
Lorenz, Simons, & Whitbeck, 1992; Elder & Caspi, 1988; Elder, Nguyen, & Caspi, 
1985; Erel & Burman, 1995). Dadds, 1987, after a review of researches about the 
relation between family context and outcomes in children's behavior, concluded that 
marital discord, maternal depression, parents' lack of experienced social support, 
minimal father engagement in the family life, divorce, illness in the family, and the 
quality of parental marriage and the social network, seem to mediate between the 
effects of stresses within and upon the family and child development. 
On the other hand, in a study that examined the types of events that early 
adolescents described as stressful, the death of a pet was the most frequently 
mentioned stressful followed by the death of a relative, school grades, and illness or 
injury. Also, school emerged as the most stressful of the domains considered, 
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generating the highest number of disruptive impacts and the second highest number of 
affective responses (Greene, 1988). Youngs, Rathge, Mullis, and Mullis (1990) found 
that as the number of negative experienced events increased, there was a decrease in 
the level of self-esteem. Because the positive experienced events did not affect the 
self-esteem level, they suggest that the relation between stress and self-esteem is 
primarily attributable to events, which are perceived to be negative. Thus, the 
environmental stressful events such as economic crisis, serious illness, academic 
situation, etc. may also be a source of stressful events only if the adolescents perceive 
them as such (Francis & Jones, 1996; Youngs et al., 1990). The transition from 
elementary school to junior high school is an important life event in adolescent years. 
Although it has been argued that this event may affect adolescents' self-esteem, little 
supporting evidence has been found. Global self-esteem does not change (Eccles, 
Wigfield, Flanagan, Miller, Reuman, & Yee, 1989; Hirsch & Dubois, 1991; Hirsch & 
Rapkin, 1987), although some specific dimension, such as academic competence, have 
been found to be negatively affected with the transition to high school (Harter, 1982). 
Among the family context variables, an accumulation of stressful events may 
mostly influence children's academic behavior. The results of research in this area are 
somewhat contradictory, however, because only some children react to stressful life 
events with adjustment difficulties while other children seem hardly or only 
temporarily to be affected. Dubow and Tisak (1989) found that social support and 
problem-solving skills had a stress-buffering effect, protecting the child from negative 
effects of stressful events. These results also suggest that the roles played by the 
different sources of support may depend on the function provided by these sources. 
The support function of the family and best friends seem to be more related to 
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emotional support while teachers are more related to an informational or instrumental 
support. 
Family composition was found to influence parent-adolescent relationships in 
complex ways. Family size, birth order, and sibling spacing were associated with 
adolescent perceptions of their relationships with parents (Bell & Avery, 1985; Garett, 
Ferron, Ng'andu, Bryant, & Harbin, 1994). In larger families the quality of parent-
adolescent relationships was lower; middle compared to firstborn males reported 
poorer relationships, and narrow sibling spacing affected parent-adolescent 
relationships in males more adversely than in females, and only children and firstborns 
perceived higher or at least different quality of parental support (Bell & Avery, 1985). 
Family composition variables, such as divorce or single parenting, are often 
confounded with many other family context variables, such as low family income, 
entrance of new partners, marital conflicts, and family mobility. In single-parent 
families, Risman & Park (1988) found what they called "micro-structural variables" 
(family structure and socioeconomic variables) to be very important for parents' 
behavior in relation to their children. For mothers and fathers, it was found that being 
employed and having previously fulfilled the primary caretaker role was related to 
positive reports of children's development. Zimiles and Lee (1991) found that 
students from stepfamilies and single-parent families are almost three times as likely to 
leave high school before graduation as are those from intact families, a trend that 
persists, for the most part, after socioeconomic and ability differences have been taken 
into account. They also found that this dropout is not mediated by academic 
performance. 
There also exists some information about family composition, basically from a 
sociological point of view. These studies tried to understand the family as a basic unit 
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in order to explain several behaviors and decisions concerning migration, economic 
strategies, birth control, etc. Some meaningful statistics about Peruvian family 
composition are important to be mentioned. A significant percentage of the families 
are single and widow-mother families (50 % approximately); 50% of the families are 
nuclear families consisting of two parents and children; 25 % are extended families 
with other adults in addition to one or two parents; family size includes usually more 
than two children with a countrywide average of five children per family, although this 
number may vary according to specific areas (Ponce, 1984). 
In this project, it was expected that family context variables would affect 
adolescents' personality indirectly through their experienced support from parents, 
best friends, and teachers. In its turn, adolescents' personality would affect their 
school performance through their aspirations expressed as their ideal self and through 
their experiences among peers in the school class. 
The Peruvian Society and Educational System 
Peru is a heterogeneous country with a great variety of geographic regions. 
Some of them are high in the Andes or in the Amazon jungle and are difficult to get 
access to. Peru is a multi-ethnic, multi-cultural, and multilingual society. In 1981's 
census, more than half of the population (56%) was indigenous, speaking Quechua 
(47.1%) and Aymara (5.4%), among others. The other half is mestizo (ca 32%) and 
white (ca 12%), from various ethnic backgrounds, but mostly speaking Spanish. In 
1992, which is the year when this project began, Peru's total population counted 
22.354.442 inhabitants. For 1998, the estimated population was 25.232.226. 
Approximately 12% of the total population are early adolescents within the age 
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ranges from 10 to 14 years old. Almost one third of the total population lives in 
Lima, the capital. The district of Santiago de Surco, where the study was held, is one 
of the most heterogeneous neighborhoods because it includes people from different 
socioeconomic levels. In 1992, this district had a population of 201.000 inhabitants 
with a population density of 6.291 inhabitants per square kilometer (INEI, National 
Census, 1993). 
Peruvian society has passed through several changes, i.e., economic, political, 
and social. In the late eighties, inflation reached levels around 2.000% per year 
(around 200% per month). Population from rural areas moved to the main cities, 
especially to Lima, the capital. Among the causes of migration to the main cities were 
poor economic conditions, unemployment, violence due to terrorism, and 
developmental difficulties in rural areas. These phenomena explained the fact that 
actually one third of the population of Peru lives in Lima. Although people moved to 
Lima searching for new and better life conditions, it not always occurred as they 
expected. Most people live around the main cities in rudimentary housing conditions, 
lacking main utilities, such as water, electricity, and sewer systems, among others (De 
Soto, 1987). 
In 1992, the total primary students' population in Peru was 3.918.300 and the 
secondary population was 1.883.100. The difference in population size between both 
school levels is large because the primary level is compulsory in the Peruvian 
Educational System, while the secondary level is not. This situation will be changed 
with the new National Educational Program that is now being discussed in the 
Congress for approval in a near future. The quality of the educational system is 
measured through several indicators such as, the percentages of illiteracy, school 
grade promotion, repetition, and dropout. Illiteracy is still an educational problem. It 
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reaches levels of 12,8% of the total population; in rural areas the percentage is greater 
(29,8%) than in urban sectors (6,7%), and in women (18,3%) it is greater than in men 
(7,1%). In the primary level there is 76,5% of school grade promotions, 17,3% of 
repetitions, and 6,2% of dropouts. In the secondary level there is 81,3% of 
promotions, 10,5% of repetitions, and 8,2% of dropouts. It is important to mention 
that only one third of the total population is economically active. Among the 
economically active people, only 32,3% finished primary school, 34,4% secondary 
level, and 24,8% higher educational levels (Webb & Fernandez Baca, 1996). The fact 
that a large part of the economically active population is undereducated has had a cost 
in Peru's development. 
In 1992, the former Peruvian Minister of Education said, "Our educational 
system can not be worse than it is now; we are at the bottom of a huge hole". The 
profound crisis of the Peruvian educational system is not recent. For several decades, 
education in Peru has remained neglected and disregarded. Not only political and 
economic changes have affected this situation but also the constant modifications of 
educational policies without a clear horizon. This crisis has not only affected the 
quality of the educational outcomes but it also has had an impact on the economic 
development of the country. The poor situation of the educational system is manifest 
through the lack of investment in education, the politicization and inefficiency of 
educational management, poor conditions of the schools, low teacher salaries, 
bureaucracy, and lack of leadership in the educational system. In spite of this 
situation, the percentage of the population that has had access to education has 
increased from 40% in 1940 to 80% in 1981, and to 85,9% in the nineties. Illiteracy 
levels have decreased mainly in the population younger than 40 years old and in men. 
Especially women and rural populations showed the highest rates of illiteracy in Peru. 
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In recent years many efforts have been made to improve the coverage of education. 
Since primary education is the only obligatory level, there has not been much increase 
in this level, but in the secondary level there has been a notable increment (30%). 
These percentages may vary in rural areas. During 1996, the former government 
constructed one school per day in different places all over the country. However, the 
proportion of educational expenses per capita is still very low, considering that the 
target population to be educated increased at a higher rate, teachers are still not well 
paid or trained, and students have poor educational materials. Families also 
contribute to the educational resources, because they provide their children with the 
needed tools to study, although this investment is not taken into account in the official 
statistics. 
The Structural Model Proposed in this Study 
All hypotheses and expectations expressed in this chapter are integrated in a 
single structural model. Adolescent school performance was the outcome of all 
predictions. Within adolescent school performance two distinctions were made. 
First, academic school achievements were distinguished from adolescents' 
involvement in non-academic activities in school. In a broad sense, both aspects of 
school performance are expressions of adolescents' adaptation to school. Second, 
school achievements were distinguished in the domain of language and in the domain 
of mathematics. Language and mathematics are two basic subject matters that most 
effectively represent achievements in the whole variety of academic domains. 
Language and mathematics are also distinct domains, however, allowing the 
examination of the generalization capacity of the predictions expressed in this project 
across academic domains. Using these divergent academic domains enabled the 
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distinction of predictions that would be confirmed across academic subject matters 
from predictions that were confirmed for one academic domain but not for the other. 
Similarly, the distinction between academic versus non-academic performance enables 
the distinction of predictions that will be confirmed across all performance domains 
from those that only apply to the academic or the non-academic domains. 
In the initial structural model (see Figure 1 - Chapter 3) school performance 
was predicted from adolescents' personality through the mediation of ideal self and 
peer relations in class. It was assumed that adolescents' aspirations expressed in their 
ideal-self represent essential psychological processes through which adolescents 
materialize their personality in school performance. Another mediation process is 
located in the immediate context of the school and is determined by the peer group in 
the school class. An adolescent's peer relations are influenced by his or her 
personality but also by the group of peers in their class and, together, they affect the 
adolescent's school performance. 
In the second model (see Figure 1 - Chapter 4), perceived support from the 
most salient providers of support (mothers, fathers, best friend, and most liked 
teacher) was added to the prediction. It was expected that the processes that were 
assumed to be working in the initial model would mediate the relation between 
adolescents' school performance and their experienced support. 
In the third model (see Figure 1 - Chapter 5), family context variables were 
added to the prediction. Similarly as in the second model and in accordance with 
suggestions from the literature, it was predicted that the relation between family 
context and school performance would be mediated by the processes assumed in the 
second model. 
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Finally, the capacity of generalization of all examined models was tested 
separately for adolescents in primary and secondary schools as well as for boys and 
girls. 
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Chapter 2 
Methodological Overview of the Project 
This dissertation is the report of a cross-sectional study of Peruvian 
adolescents' school performance, i.e., their school achievement and their involvement 
in extra-curricular activities in school. Adolescent school performance was studied in 
relation with their personality and ideal self, their interpersonal support from parents, 
best friends, and most liked teachers, their family background, and their functioning in 
their school class. Adolescents from four grade levels were involved in the project, 
i.e., from the 5th and 6th grades of primary school and from the 1st and 2nd grades of 
secondary school. The incorporation of these four grade levels in the project enabled 
the study of the shift from elementary into secondary school. School performance was 
investigated through achievement tests for measuring students' achievements in 
language and mathematics, and through students' self-reports as far as their 
involvement in extra-curricular activities were concerned. Students' self-reports were 
also used for the assessment of their personality and ideal self and their perceived 
relational support. Students' peer acceptance and rejection, their functioning as a 
person in the peer group (peer group reputation), and their involvement in the 
academic and non-academic activities in the class and the school were evaluated using 
peer nominations. Finally, information concerning the students' family background 
was derived from reports of parents or another primary caretaker. 
This dissertation is part of the agreement concerning the doctoral program in 
psychology between the Catholic University of Nijmegen, The Netherlands and the 
Catholic University of Peru in Lima. Participants in this research were all Peruvian 
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and all data was collected in Lima, Peru. The Peruvian project was a partial 
counterpart, though, in two measurement waves of a longitudinal study in The 
Netherlands. In the Dutch project, the same students were examined twice together 
with their classmates, once when they attended the four final grades of elementary 
school (Haselager, 1997) and the second time, when they were attending the four first 
grades of secondary school (Schölte, in press). These Dutch students and their 
classmates were examined earlier in two measurement waves, when they attended 
early grades of elementary school (Cillessen, 1991). In the Peruvian and Dutch 
projects partly similar measurement procedures were used. 
In this chapter a detailed description will be presented of the samples, the 
sampling procedures, and the measures used in the Peruvian main study as well as in 
an antecedent pilot study. A pilot study was held in order to test the instructions, the 
measures, and procedures used in the project. 
Participants 
Pilot Participants 
The pilot study was conducted with 64 adolescent Peruvian students selected 
from two schools of the District of Santiago de Surco in Lima, Peru. Students' age 
range was 9 to 15 years with a mean of 11 years and 9 months (SD = 1,35). The 
mean age varied according to each school grade (see Table 1). Half of the students 
were from a high socio-economic level school whereas the other half were from a low 
socio-economic level school. Both schools were exclusively selected for the pilot 
study and were not included in the main study. For each target school grade, that is, 
Methodological Overview 33 
5th and 6th primary grades and 1st and 2nd secondary grades, four girls and four boys 
were selected. So the sample included 32 students for each selected school. 
Table 1 
Pilot sample characteristics. Mean ages for each school grade and for each socio­
economic level school 
School grades 
5th of primary 
6th of primary 
Iя of secondary 





































Both schools were selected from a list of all coeducational schools that had a 
student population larger than 500 and that had primary as well as secondary 
programs. Although the high socio-economic level school participating in this pilot 
study was registered as a coeducational school and its student population included 
both girls and boys, it was not quite coeducational. Students in this school were 
separated in different buildings not having classroom activities together but they 
shared some non-academic activities. The low socio-economic school participating in 
the pilot study was managed by the Peruvian air force but it did not have a military 
education system; its student population was composed of girls and boys, mainly 
children of lower ranked air force personnel. 
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There was a sample reduction for some measures of the pilot study. In first 
place, a group of 6th graders from the low socio-economic level school did not finish 
answering the social support and peer nomination questionnaires, because they had an 
unexpected field trip on the same day agreed for the assessment. It was impossible to 
agree on a new session date because of the mid-term vacations. Secondly, three 
mathematics tests from the I я grade of the secondary school, one from a boy and the 
other two from girls, were void because by mistake these students received tests with 
marked correct answers. Besides these missing scores, test analysis was conducted 
without any other problem. 
Main Study Participants 
Target Students. The student participants were 858 (71,0%) adolescent 
Peruvian boys (n = 472) and girls (n = 386) out of a total of 1208 (100%) students, 
who according to the school administration attended the classes participating in the 
study. The reasons for nonparticipation were refusal to participate, absence during 
one or both of the assessment sessions, and non-participation to one or more 
assessment measures, including some obviously sabotaged protocols. The 
participants attended the last two grades of primary school, i.e., 5th (n = 201) and 6th 
(n = 236) grades, and the first two grades of secondary school, i.e., 1st (n = 214) and 
2nd (n = 207) grades. The overall age mean was 12 years and 11 months (SD = 1,34) 
and the age range was 9 to 17 years, although 93% of the participant students were 
between 10 and 14 years old. Age ranges were 9 to 14 years, 10 to 14 years, 11 to 15 
years, and 12 to 17 years in 5th and 6th grades of primary school and in the 1st and 
2nd grades of secondary school, respectively. Age range per grade level varied 
according to the socio-economic level of the school (see Table 2). In low socio-
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economic level schools, a greater number of older students were found in the lower 
grades. In the overall sample, all students over 15 years old attended low socio­
economic level schools. 
Table 2 
Main study sample characteristics. Mean ages for each school grade and for each 
socio-economic level group 
School socio-economic status 
School grade Low Middle High 
M SD в Range M SD η Range M SD в 
5,h-Primary 10,9 0,96 78 9-14 10,3 0,53 72 9-12 10,7 0,72 50 9-14 
6,h-Primary 11,9 1,00 87 10-14 11,4 0,55 91 10-13 11,8 0,70 58 11-14 
lst-Secondary 12,3 0,80 83 11-15 12,3 0,64 82 11-14 12,7 0,62 49 12-14 
2nd-Secondary 14,2 1,17 67 12-18 13,3 0,47 74 13-14 13,6 0,57 66 13-15 
Students were selected from three types of schools according to the socio­
economic level of the school. Of the 858 (100%) students, 315 (36,7%) were from 
low socio-economic level schools, 320 (37,3%) from middle socio-economic level and 
223 (26,0%) from high socio-economic level schools. The lower percentage of 
participants in high socio-economic level schools is an indicator for smaller classes in 
these schools. 
All selected schools belonged to the district of Santiago de Surco in Lima, 
Peru. The District of Santiago de Surco in Lima was selected because of its large and 
heterogeneous universe of schools. After selecting all the coeducational schools that 
had a student population larger than 500 and that had both primary and secondary 
programs, a list of 19 schools resulted ranked according to population size. Out of 
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these schools, nine schools were selected, three from each socio-economic level (3 
out of 5 low socio-economic level schools, 3 out of 10 middle socio-economic level 
schools, and 3 out of 4 high socio-economic level schools). All low socio-economic 
level schools were public schools, while all middle and high socio-economic level 
schools were private schools. Two high socio-economic level schools refused to 
participate. Therefore, a new school of the same socio-economic level was selected to 
replace them. This reduced the total number of participating schools to eight. From 
each selected school and from each school grade, one class (i.e., one class from the 
5th and 6th grade of the primary level, and one class from the 1st and 2nd grade of 
the secondary level) was selected. An exception was one of the high socio-economic 
level schools where two classes for each grade were selected. In summary, the 
sample of participating students was extracted from 36 classrooms in 8 schools (3 
low, 3 middle and 2 high socio-economic level schools). 
Parents and Caretakers. A sample of 220 (25,6%) parents and other care-
taking relatives participated in the research project. Respondents were mothers (n = 
70), fathers (n = 5), older siblings (n =2), grandparents (n =6), or an uncle/aunt (n = 
1 ). In particular, however, in low socio-economic level schools the identity of the 
primary caretaker was not identified (Q = 136). Out of 220 (= 100%) parents or 
relatives that answered the questionnaires, 80 (35,9%) were from low, 93 (42,3%) 
from middle, and 47 (21,3%) from high socio-economic level schools. According to 
the respondents, the mean age of the mothers and fathers of the students (N = 220) 
was 40.07 years (SD = 6,57, range = 27 to 58 years) and 45.20 years (SD = 7,92, 
range is 28 to 73 years), respectively. 
Classmates. Using sociometrie methods, the classmates evaluated the target 
students' peer acceptance and rejection, their functioning as a person in the peer group 
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(peer group reputation), and their involvement in the academic and non-academic 
activities in the class and the school. It should be noted, however, that all target 
students also were classmates of other students and, therefore, were evaluating them. 
Measures 
All the measures that were used in the main study were tested in advance in a 
pilot study. Here, if needed, both versions will be distinctively described, as well as 
the item analyses and the item selection process. 
Students' Self-reports 
General Information. These were questions asking information regarding sex, 
age, birth date, school grade level and birthplace of the student. There was no item or 
procedure modification after the pilot study. 
Actual and Ideal Personality. In recent years, agreement has grown concerning 
the existence of a five-factor model for the description of personality (cf. Goldberg, 
1990, 1992, John, 1990; McCrae & Costa, 1987). According to this model, five 
personality factors are distinguished, the Big Five, that constitute the basic dimensions 
of personality. These factors are usually labeled Extraversion, Agreeableness, 
Conscientiousness, Emotional Stability, and Openness to Experience or Intellect. 
A Peruvian Spanish translation based on Goldberg's (1992) Transparent 
Bipolar Adjectives Inventory (TBAI) was used for student's self-ratings of their 
actual and ideal personality. It consisted of 35 bipolar hems, that is seven for each of 
the Big-Five personality factors. Each item consisted of two adjectives with opposite 
meaning defining each pole. Students were to rate each item on a 5-point scale, 
ranging from Pole A totally agreed (=1) to Pole В totally agreed (=5). and Pole A and 
Pole В neither (=3) in between. Items are systematically grouped in sets of seven 
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rating scales, in accordance to the Big-Five personality factors as suggested by 
Goldberg (1992) but without the label describing a factor. In agreement with 
Goldberg's suggestions, the most desirable pole of each scale was on the right side, 
while the least desirable pole was on the left side. The same inventory was used for 
describing both the student's actual and ideal personality. For the actual personality 
description, the students were asked the following question: "How are you at the 
present moment?" For the ideal personality description students were asked to 
answer the question: "How would you like to be?" There was no time limit for 
answering this inventory. Students were encouraged to ask any questions, in 
particular, if they did not understand the meaning of the adjectives used. 
In the pilot study an early version of the Peruvian TBAI was tested. For this 
first version, adjectives were translated with the most suitable synonyms in the 
dictionary. Item analyses were computed on the answers in the pilot study. Low 
corrected item-total correlation results appeared mainly in the emotional stability 
factor in the items "not envious-envious", "unemotional-emotional" and "angry-calm". 
As a consequence of the pilot study some adjectives were changed to more colloquial 
Peruvian Spanish synonyms. Also, the most desirable pole of each scale was switched 
to the left side, while the least desirable pole was on the right side, except for 
"cooperative-uncooperative" and "angry-calm" that maintained their position. 
In the main study, the 35 items of the actual personality self-report were factor 
analyzed in five separate factor solutions using principal component analysis and 
varimax rotation, extracting 8, 7, 6, 5, and 4 factors, respectively. The five-factor 
solution was clearly defined according to the Big-Five personality model (see Table 
3). All bipolar items had their highest loading on the expected factor. The exception 
was Emotional Stability where three out of seven items ("content-discontent", 
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"greedy-not greedy", and "choleric-calm") had a lower loading on this factor and a 
higher loading on the agreeableness factor. The decision of keeping all these items in 
the emotional stability factor was taken in order to maintain theoretical coherence. 
Also for theoretical reasons "intelligent-unintelligent" was maintained as an item of 
the openness factor although it showed a high loading on the conscientiousness factor. 
One item ("practical-impractical") was eliminated from the conscientiousness factor 
because of its extremely low reliability and factor loading and because of the problems 
the participants had in understanding its meaning. Scores for each factor were 
computed by averaging the single scale ratings. 
In the factor analysis of the adolescents' ideal personality description the five-
factor solution was also the best (see table 4). All items had a high loading on the 
expected factor except for emotional stability where some items had a low loading. 
Nonetheless, for theoretical reasons the items were kept on this factor. 
Reliability coefficients (Cronbach's alphas) of the actual personality description 
for each of the five factors, that is, Extraversion, Agreeableness, Conscientiousness, 
Emotional Stability, and Openness, were 0,73, 0,63 0,74, 0,53, and 0,60, 
respectively, and for the ideal personality description, they were 0,76, 0,64, 0,79, 
0,37, and 0,60, respectively. 
Ideal Self. This measure was computed subtracting each scale score of the 
actual personality description from their similar in the ideal personality description of 
the Transparent Bipolar Adjective Inventory. The discrepancy scores were averaged 
across the five scales. The resulting score was considered as the ideal-self score. The 
larger the discrepancy between actual and ideal personality descriptions is, the higher 
the personal goals or aspirations the students set to themselves. 
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Table 3 
Transparent Bipolar Inventory factor loading for Varimax-Rotated Five-Factor 
solution for the students' actual self-reports 
Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 
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Table 4 
Transparent Bipolar Inventory factor loading for Varimax-Rotated Five-Factor 
solution for the students' ideal self-reports 
Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 
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Interpersonal Support. Individuals participate in a network of personal 
relationships, all of which can differ in their significance and in the support they can 
provide. In this project four bipolar dimensions of perceived relational or 
interpersonal support were distinguished, that is, informational, instrumental or 
behavior regulating, emotional, and motivational support. The quality of 
informational support concerned the sub-domains of normative and cognitive 
structuring, supportive feedback, and quality of information. This domain measured 
the student's perception of useful and helpful information versus withholding of 
information or providing misleading information. The quality of instrumental or 
behavior regulating support measured the student's perceived balance between setting 
limits versus supportive cooperation and respect for autonomy, experienced from 
providers. The quality of the emotional support referred to the sub-domains of 
acceptance, affection, reliance, companionship, intimacy, involvement, as well as 
conflict, that were mostly extracted from Furman and Buhrmester's (1985) inventory. 
This domain measured the student's perceptions of warmth and closeness versus 
hostility with each of the providers of support. Finally, the quality of motivational 
support assessed the student's perceived help from their support providers in the 
definition of behavioral standards and the encouragement of interests versus low 
encouragement. 
An Interpersonal Support Network Questionnaire (ISNQ) was constructed 
based on the format of Furman and Buhrmester's (1985) Network of Relationship 
Inventory (NRI). The ISNQ consisted of three parts. Part I, assessed the student's 
relational network size through eight questions regarding the persons (parents, 
relatives, and others) with whom the student lives, the number of siblings, and the 
presence of a best friend. Part II, assessed who are the most and the least significant 
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persons in the student's relational network. It included seven questions regarding who 
is the adolescent's most and least liked relative, most and least liked sibling, best friend 
and least liked friend, and the most liked teacher. Part III assessed the students' 
perceived quality support for each of the nine providers of support in the student's 
network included in the study. The nine providers were mother or stepmother, father 
or stepfather, another most liked relative, another least liked relative, the most liked 
sibling, the least liked sibling, the most liked friend, the least liked friend, and the 
most-liked teacher. The perceived quality of support, assessed in part III, was 
measured through 48 4-point Likert-type items that the student had to answer (1 = 
Totally disagreed. 2 = Moderately disagreed. 3 = Moderately agreed, and 4 = Totally 
agreed) for each of the nine providers of support. 
An initial version of 59 items was tested in the pilot study. This pilot study did 
not include an item analysis because the sample of participants was too small. During 
this phase, the participants' comprehension of the items was tested, as well as the 
assessment procedure. As a consequence of the pilot study, 11 items were eliminated 
mainly because of their complexity. These items were hard to understand. The items 
containing a negation were also eliminated or paraphrased in a positive way. The 
written instructions were simplified and a demonstration chart was designed to assist 
the oral explanation of how to answer the questionnaire during the study phase. Also 
the decision was taken to reduce the answer format from a five-point Likert-type scale 
to a four-point scale, eliminating the central scale point. 
Of the 48 items that resulted and that were used for the main study, 11 more 
items were removed because of their low corrected item-total correlation. As initially 
intended, the finally remaining 37 items covered the four domains of informational (9 
items), instrumental or behavior regulating (5 items), emotional (19 items), and 
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motivational (4 items) support. For further analyses, per provider and per domain the 
item scores were averaged, resulting in four scale scores for each domain and for each 
of the nine providers. 
Factor analyses on the four scale scores of the nine providers revealed that 
mothers' and fathers' scores always loaded together on the same factor and were 
clearly distinguished from the most-liked (including teachers) and from the least-liked 
network members. Therefore, the decision was taken to compute an average total 
score across the four scales of both parents. Moreover, for the purpose of this study, 
only three providers of support were included in further analyses, that is, parents 
(mothers and fathers together), most-liked or best friend, and teacher. The alpha 
coefficient for the four domains of support was 0,89 for parents, 0,87 for the best 
friend and 0,88 for the most liked teacher. For further information, in Table 5, 
reliability coefficients and numbers of items are presented for each of the four domains 
and for each of the three sources of support. 
Table 5 
Reliability Coefficients (Cronbach's alpha) per domain of support and per provider 
Domains of support 
Support providers Emotional Informational Instrumental Motivational 
N items =19 N items = 9 N items = 5 N items = 4 
Parents ,92 ,92 ,88 ,84 
Friends ,84 ,84 ,75 ,69 
Teacher ,87 ,83 ,75 ,73 
Next, the four scale scores of each domain were factor analyzed, separately 
for each of the three providers, i.e., parents, most-liked friend, and teacher. In all 
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instances, the principal component varimax-rotated factor analysis revealed one single 
factor only. Because of these results the decision was taken to average the four 
domain scores for each of the three providers. 
Peer reports 
As a group, classmates are very reliable observers of children's behavior in the 
group. Sociometrie methods using peer nominations are powerful and efficient 
methods for the assessment of peer evaluations. 
Therefore, a sociometrie questionnaire was developed in this study containing 
three parts, i.e., a sociometrie status part, a peer group reputation part, and a third 
part for the evaluation of children's involvement in academic and non-academic 
activities in class and in school. The nomination procedure used was similar for all 
three parts. Students were presented with a list of names of all the students in their 
class. For each item, students were asked to write down the name of those two 
classmates who best fitted the item. To ensure nominations of those peers best fitting 
for each of the items, cross-sex nominations as well as nominations of classmates not 
present during the assessment were allowed. Self-nominations were not allowed. The 
scores for each participant on each item were determined by summing all of the 
nominations received from classmates on that item. These scores were transformed 
into probability scores (p-scores) per class, using the binomial distribution, in order to 
adjust for different numbers of nominations in the classes. The p-scores of the 
nomination items were used in subsequent analyses. 
Sociometrie Status. Students were asked to nominate two students on each of 
2 items, i.e., who they liked most (peer acceptance) and who they disliked most (peer 
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rejection). The like-most and like-least scores for each subject were computed by 
tallying the number of nominations received and by transforming these scores into p-
scores per class. 
Peer Group Reputation (This data was not used in the present dissertation). 
Assessment of peer group nomination was based on 20 "Guess who" peer nomination 
items (Thompson, 1960). Half of the 20 items consisted of a more desirable, and the 
other half consisted of a less desirable adjective derived from Goldberg's (1992) 
Transparent Bipolar Adjectives Inventory (see Actual and Ideal Personality). The 
twenty adjectives were expected to represent two different more desirable and two 
different less desirable facets of each of the Big-Five personality factors. As a 
consequence, each adolescent could be nominated on four different items per Big-Five 
personality factor. The scores per item for each subject were computed by tallying the 
number of nominations received and by transforming these scores into p-scores per 
class. 
Involvement in Academic and Non-academic Activities (This data was not 
used in the present dissertation). Half of the 14 items concerning involvement in 
academic and non-academic activities assessed adolescents' high involvement and the 
other half assessed adolescents' low involvement. The content of the items concerned 
engagement in sports (i.e., most/least time invested, best/worst performance, 
most/least effort), most/least involvement in other activities at school, most/least 
involvement in class activities, best/worst achievement level, and most/least time spent 
in studying. The scores per item for each adolescent were computed by tallying the 
number of nominations received and by transforming these scores into p-scores per 
class. 
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Sociometrie Data Processing. For each adolescent the raw scores were 
computed using the computer program SOCSTAT (Thissen-Pennings & Ten Brink, 
1994), by tallying the number of classmates that nominated the target adolescent. 
This computer program accounts for adolescents who were not present during 
assessment, but who were nominated by their classmates. For each adolescent the 
computer program transformed the given nominations into received nominations of 
classmates. Subsequently, the received nominations are standardized within class, 
taking the number of adolescents that were absent during assessment into account. 
Then, probability scores (g-scores) are computed, expressing the chance of receiving 
a number of nominations given the number of students in the class and using the 
standardized binomial distribution of the nominations (cf. Newcomb & Bukowski, 
1983; Ten Brink, 1985). These standard and probability scores were computed 
separately for each class, considering the existing differences in class size. 
School Performance. 
School performance contained separate assessment of language achievement, 
mathematics achievement, and participation in non-academic school activities. 
Language and Mathematics Achievement. Language and mathematics 
achievement tests were constructed for the purpose of this research. The test contents 
were determined in accordance with the Official Peruvian School Program of 1992 for 
each of the four school grades evaluated. Items covered a representative selection of 
the previous grade program objectives, that is, 5th grade students answered the tests 
constructed on the basis of 4th grade content objectives, 6th grade students answered 
tests based on the 5th grade content objectives, and so on. A random selection of 
objectives was realized for language and mathematics tests. Language tests assessed 
reading comprehension, spelling, use of dictionary, use of punctuation and expression 
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marks, vocabulary, and basic grammar. Mathematics tests evaluated areas such as 
sets, numerals, basic computational operations (addition, subtraction, multiplication, 
and division), addition and multiplication properties, measurement, less than and 
greater than, word problems, fractions, and basic geometry. All tests for each school 
grade level included the same areas but with different levels or degrees of difficulty 
according to the corresponding grade level. Pilot versions of language tests had 25 to 
27 multiple choice items and mathematics tests had 33 to 38 multiple-choice items. In 
the pilot study, students had no time limit for answering. The time each student took 
to finish a test was registered to find the average answering time required for each 
test. In item analyses on the pilot versions of the tests, corrected item total score 
correlation as well as the percentage of correct answers were computed. Only items 
with an item total score correlation coefficients greater than ,30 were selected for the 
main study tests. Some items were restructured changing the instructions and 
answering choices if needed. The number of items for the language tests remained 
almost the same (25 to 26 items), while the number of items for the mathematics tests 
was reduced (25 to 26). In this case valid items were randomly selected. The time 
limit for the language tests was set on 15 minutes whereas for the mathematics test 25 
minutes were allowed. 
Parallel to the pilot test, language and mathematics teachers were asked, 
through a questionnaire, to give their opinion about the test contents. This 
questionnaire examined whether the test represented the school grade objectives and 
if the content of each item was appropriate to the assessed objective and to the school 
grade level. It also examined if the degree of difficulty was in accordance with the 
school grade level, and whether the item was presented or written in the proper way. 
All teachers agreed that the items corresponded to the school grade objectives and 
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that they were adequate for the students' level. Only one teacher thought that the 
students were not going to be able to answer the geometry items correctly because 
that content was not taught in the previous year. Some of them gave minor 
comments and suggestions such as changing the name of the language test to 
"Spanish" or to include oral verbal skills. 
In the main study, initially the language and mathematics tests included the 25 
or 26 multiple choice items that were selected in the pilot study. After the item 
analysis, however, on the basis of corrected item-test correlation coefficients only 22 
to 24 items of the language tests and 18 to 23 items of the mathematics tests were left 
for further analyses. Only items with a significant (p < 0,01) and positive corrected 
item-total correlation were selected for further analysis. Cronbach's alpha reliability 
coefficients for language and mathematics tests per grade level are presented in Table 
6. Raw language and mathematics achievement scores consisting of the number of 
items passed were standardized per grade level. Standard scores were computed per 
grade level, because the Official Peruvian School Program of 1992 does not further 
differentiate objectives within grade levels. 
Table 6 
Cronbach's Alpha Reliability Coefficients for Language and Mathematics Tests per 
Grade Level 
School grade level Language Mathematics 
5"1 grade primary 0̂ 82 ÖJ2 
6th grade primary 087 0,75 
I я grade secondary 0,84 0,81 
2nd grade secondary 0,80 0,81 
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Participation in Non-academic School Activities. Participation in non-
academic school activities was the second aspect of School Performance. It consisted 
of eight self-report items regarding students' participation in non-academic school 
activities such as sports, art, theater, choir, music, social activities, organization, and 
journalism. Students had to rate their involvement on 4-point Likert-type scales (4 = 
Participate much, 3 = Participate, 2 = Participate little, and 1 = Do not participate). 
After principal component factor analysis and varimax rotation only one factor was 
extracted and a single total score of participation was obtained. Cronbach's alpha 
reliability was 0,68. 
Parent Report 
Family context. This questionnaire was filled out by a parent or by another 
care-taking relative of the students participating in the study. This questionnaire 
included 18 questions regarding the family context and involvement of parents in 
school activities. Based on the information obtained from a principal component 
analysis with varimax rotation on these 18 items, four family context variables were 
constructed and used in further analyses. That is, family education orientation (3 
items), which included parents' educational level (9-point scale), parents' educational 
aspirations for the target child (5-point scale), and educational and informational 
resources at home such as a daily newspaper, atlas, books, magazines, encyclopedia, 
etc. (5-point scale). Family wealth (3 items), which included family income level (4-
point scale), socio-economic level of the target child's school (3-point scale), and 
availability of material resources at home related to education (i.e., a typewriter, 
calculator, computer, and a place where the target child could study) (4-point scale). 
family composition (4 items) consisted of the number of children at home (5-point 
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scale), parents' ages (average age of both parents in years), other relatives living in 
the family home (2-point scale), and complete family (2-point scale). And parents' 
school involvement (2 items) included number of hours parents volunteered to do any 
work at school (5-point scale), and number of school events parents have attended in 
the past year (4-point scale). Cronbach's alpha reliability for the family educational 
orientation was 0,68, for family wealth was 0,82, and for parents involvement with 
school activities was 0,55. Scores for the family context variables were computed in 
two steps. First, per item the raw scores were standardized. Next, for each of the 
four family context variables the sum of the item scores was standardized. These 
scores were used in further analyses. 
Students' Personality (This data was not used in the present dissertation). 
Parents rated the personality of their children on the same items that were used in the 
self-report of adolescents' actual and ideal personality. 
Perception of their Children's Academic and Non-academic Activities (This 
data was not used in the present dissertation). Per item, parents' perception of their 
children's abilities, efforts, and interests was assessed on 4-point Likert-type scales (4 
= Totally agree (TA); 1 = Totally disagree (TD)). Each item assessed a rating of the 
child's effort needed to do well, the child's ability, and the child's interest. Four items 
concerned mathematics, reading, sports, and social activities as well as making 
friends. For example, "My child needs to spend a lot of effort to do well in 
mathematics" TA A D TD; "My child needs to spend lot of effort to do well in 
reading" TA A D TD). 
52 Chapter 2 
Procedures 
Student Assessment 
After the selection of schools, a schedule for assessment sessions was 
established in agreement with all school directors. Letters were sent to all 
participants' parents explaining the purpose of the study and asking their consent for 
their child's participation in the study. None of them refused to participate. Two 
assessment sessions were programmed for each school. In the first session, the 
general information questionnaire, the actual and ideal personality description 
(Transparent Bipolar Adjective Inventory), and the interpersonal support 
questionnaire were filled out. In the second session, students answered the language 
and mathematics achievement tests, the peer nomination questionnaire, and the 
questionnaire concerning their participation in non-academic school activities. Only 
the achievement tests had a fixed time limit, i.e., IS minutes for the language and 25 
minutes for the mathematics test. 
Clear oral and written instructions were given. For the interpersonal support 
questionnaire a chart was hung in front of each classroom; its purpose was to remind 
the participants of the answering instructions and of the meaning of the abbreviations 
used in the scales. 
Participants answered anonymously to all instruments. For this reason and 
because there were two assessment sessions, all instruments had an identification code 
for each student based on their number on the class list, classroom section, grade 
level, and school code. 
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Parental reports 
For the assessment of the information from the parents, mothers of the 
students participating in the study were contacted through a letter that was sent home 
in a closed envelope via their children. In this letter, parents were informed about the 
research objectives and were invited to participate in the study by attending to an 
assessment meeting on a specific date for each school. Since few mothers from 
middle and high socio-economic schools attended to the assessment meetings a new 
letter was sent to all parents from these schools. This time the letter invited them to 
answer the enclosed questionnaires. Clear instructions were given regarding the ways 
they should answer the questionnaires and return the questionnaires to the school in a 
closed envelope they had received with the letter. For low socio-economic level 
schools, mothers' and relatives' attendance was higher than in the other schools. In 
these schools, questionnaires were all answered during the assessment meetings. None 
of the questionnaires were sent home. In these groups, questionnaires were 
administered under close supervision and, in some cases, in an almost individual oral 
interview, due to the fact that some parents (mainly mothers) did not know how to 
read or write or, if they knew, they were slow readers. Two schools (n = 338, i.e., 
39,4% of 858 student participants), one from middle socio-economic level and the 
other from high socio-economic school, refused to involve parents in the study and 
did not allow the meetings to be held nor the invitation letters to be sent. 
Initially, it was intended to include in the parent sample only the mothers of 
the participant students. In this sense, both the meetings and the letters, were 
addressed to the mothers. But in some cases, instead of mothers, other relatives 
attended to the meetings, such as fathers, older siblings, and grandparents. Therefore, 
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in those cases it was decided to include all the questionnaires answered by those other 
relatives. 
Discussion and Comments 
The methods used in this research project seemed appropriate for attainment 
of the aims of the study. Data collection provided reliable information for further 
analyses. 
In Goldberg's (1992) Transparent Bipolar Adjectives Inventory, the Big-Five 
factor structure resulted from the principal component factor analysis as was 
expected. Emotional Stability was the only factor that contained a few items with a 
lower loading and had a lower Cronbach's alpha reliability coefficient. In particular, 
young adolescents may not be well able to describe internal psychological 
characteristics, such as their emotions (cf. Funder, 1987). In future research, the 
adjectives in these items might be replaced with more colloquial Spanish Peruvian 
synonyms. Moreover, it should be mentioned that Extraversion and 
Conscientiousness were the most reliable scales, as well as the most clearly defined 
factors. 
The Interpersonal Support Questionnaire appeared to be a very reliable 
measure. The parents', friends', and teachers' scales revealed an alpha reliability 
coefficient greater than 0,87. The only suggestion regarding this questionnaire 
concerns the reduction of its size. The number of items may be further reduced as 
well as the number of rated providers. Especially for younger students, the instrument 
was too long. 
Language and mathematics achievement tests were constructed for the 
purpose of this study. There exist no standardized school achievement tests in Peru. 
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The achievement tests showed to be reliable instruments although the results were 
low. The results of the achievement evaluations provided evidence that standardized 
achievement tests are badly needed in Peru. It is clear that this type of assessment is 
needed in order to attain qualitative as well as quantitative estimates of the 
educational outcomes of schools in Peru. The construction of the tests used in this 
study can be a contribution from where other more generalized instruments may be 
developed. 
The crisis in the Peruvian educational system in the past decades may have 
affected the educational outcomes. Language skills as well as mathematical abilities 
showed to be at a very low level. This finding was corroborated by the results 
encountered in this research project. Testing took place at the end of the school year, 
that is, nearly one year after the tested objectives should have been mastered and 
reinforced by next year objectives. The mean language achievement score was 11,22 
points out of a maximum of 20 points (i.e., 56% effective mastery). This score is just 
above the level of sufficient effective mastery of 11,0 points. On average, mathematics 
achievement scores with 7,62 points out of a maximum of 20 (38% of effective 
mastery) were far below the sufficient mastery level. It means that, on average, 
students master the objectives for language marginally one year after they should have 
reached them. For mathematics they remain far below the required level a year late. 
These results can be explained by the fact that some schools do not strictly follow the 
official Peruvian program or may be negligent in finishing the program through the 
school period. Although the achievement tests were based on the Peruvian official 
school program of the previous school year, some students may not have learned 
those contents because schools, teachers, and principals may be using ineffective 
teaching methods. On the other hand, higher authorities may be too careless in 
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supervising the fulfillment of the objectives of each school year. The ineffectiveness of 
the educational system in Peru is an issue that has to be studied, discussed, affronted, 
and solved. 
In general, younger students (5th graders) had greater difficulties in answering 
the instruments appropriately. This was concluded from the behavior observations and 
from the number of questions the students asked during the assessment sessions. The 
complexity of the items of the questionnaires should be brought more clearly in 
agreement with the lower reading level of the fifth graders. The length of the 
assessment sessions should be reduced for fifth graders in order to avoid 
concentration problems due to fatigue. 
During the assessment sessions it was observed that students' conduct differed 
according to the socio-economic level of the school. It was observed that students in 
the three low socio-economic level schools presented an attitude that can be called 
submissive. They were timid in asking questions when they did not understand 
something, more obedient to the authority (teachers or to the person responsible of 
the assessment), and less disruptive during the assessment. In higher socio-economic 
level schools the opposite was true. These students were highly assertive, less 
obedient, and showed low respect towards the authority figures and towards their 
own classmates (in one case the class teacher was roughly insulted). They were more 
disruptive (i.e., standing up, putting their feet on top of the desk), expressed loud 
verbal protests, etc. Students from the schools from middle socio-economic level 
behaved at an intermediate level. 
Even though the measures provided reliable information it is important to 
mention that there were some practical difficulties that affected the progress of the 
research and reduced the parents' sample. First, two school directors, one from a high 
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and the other from a middle socio-economic level school, refused to involve the 
students' parents in the study, even after they had agreed earlier in the parents' 
participation. This refusal came right at the time that the connection with the parents 
was going to be established. They argued, in the first case, that there should have 
been an approval from the Parents' Cooperative Association that was never obtained, 
and, in the second case, that the parents should not be bothered. 
Secondly, parents did not respond to the expected extent. Relatively few 
parents attended to the assessment sessions and not all of them returned the answered 
questionnaires. On the one hand, it is possible that the letters never reached the 
parents because their children never took them home. On the other hand, perhaps, the 
letters never returned to school. This was observed mainly in the secondary schools. 
Especially in secondary schools, adolescents may not be a reliable channel of 
communication with parents. 
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Chapter 3 
Personality, Ideal Self, Peer Acceptance and Peer Rejection, and School 
Performance among Peruvian Adolescents 
In their attempts to better understand students' academic outcomes, 
researchers have attributed important roles to students' personal characteristics as 
well as to more situational or contextual variables (cf. Dweck & Elliott, 1983). 
Among the person characteristics, outcome specific variables have been studied, such 
as students' effort and ability, as well as more general personal attributes, such as 
students' personality, self-concept and self-esteem. Also situational variables were 
distinguished in more task specific situational ones, such as difficulty of the learning 
task or luck, and more contextual ones, such as the quality of instruction, 
characteristics of the school environment, or characteristics of the peer group. In this 
study, an emphasis was laid on personality and ideal self, as personal characteristics, 
and on the role of peer acceptance and peer rejection in the class group, as contextual 
variables. 
Person Characteristics 
Although self-concept and self-esteem have been considered to be central 
features affecting educational achievement, researchers have found low relations with 
academic achievement, at least, when self-concept and self-esteem were used as 
global constructs (La Rosa, 1995; Chadha, 1989; Streitmatter, 1989). The 
contradictory results may have been due to many reasons. Among them, the different 
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directions of causality between academic achievement and self-concept (Helmke & 
van Aken, 1995), the interdependence of self-concept and self-esteem, the lack of 
consensus about the dimensions that should be included in the constructs of self-
concept and self-esteem, or the methodological and theoretical weaknesses of these 
constructs (Delugach, Braken, Braken, & Schicke, 1992), have been considered. 
Self-concept and self-esteem seem to be important not only because of their effect on 
educational experiences but also, because self-concept and self-esteem themselves are 
at least partly affected by these experiences. Some authors (Harter, 1982; 
Streitmatter, 1989) found that only specific dimensions of self-concept and self-
esteem, which are specifically related to the educational aspirations of students, may 
have an association with academic outcomes. But limiting this research to outcome 
specific measure, does not answer the question how students' general personality 
characteristics and ideal self are related to their educational outcomes and what role 
should be attributed to more general contextual variables. 
A number of theorists (cf. Moretti & Higgins, 1990) have proposed that the 
ideal self as an indicator of self-esteem is the outcome of a comparison between an 
individual's perceived characteristics of the actual self and a self-evaluative personal 
standard or the desired state of one's personality. Individuals differ in the importance 
they attribute to their actual self and to the desired standards they hold. For example, 
adolescents with a personality configuration that enables them to adjust well to the 
requirements they meet, may present a desired state of their personality that is not 
very discrepant from their actual personality configuration. On the other hand, 
adolescents performing far below their personal standards may describe a desired 
personality configuration that is fairly discrepant from their actual personality 
description. 
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The present study assumed that both adolescents' actual personality and their 
personal standards affect their school performance. Therefore, a most comprehensive 
description of their actual personality, as well as the discrepancy between their actual 
and their ideal personality was used to predict their school performance. In 
accordance with Moretti and Higgins (1990) this discrepancy was considered to 
represent adolescents' desired or ideal self. Thus, adolescents were asked to describe 
their actual personality ("the kind of person you are at the present moment") and their 
desired or ideal personality ("the kind of person you want to be"). The discrepancy 
between actual personality and desired personality, called ideal self, was considered to 
represent the acceptance of their actual personality as well as their goals reflected in 
their desired personality. It was hypothesized that this ideal self will act as a mediator 
variable between adolescents' personality and their school performance. 
Personality is another personal characteristic that was considered to be 
associated with school performance. In this study, personality was defined as the 
central orientations or behavioral styles that typify individuals across different 
situations over time, and not specific behaviors nor specific behavior problems. 
Furnham (1992) found a systematic correlation between students' personality and 
learning styles. He suggested that individuals with different personality characteristics 
will approach learning differently and use different decision making strategies. In the 
same way, different kinds of educational experiences seem more suited to different 
personality characteristics. In general, Digman (1989) claimed that personality traits 
are not only significantly related to actual behavior but they also reflect behavior quite 
accurately. 
Some personality factors have been directly associated to achievement, such 
as, an individual's dealings with task execution or Conscientiousness, and the general 
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Openness to experience and aspects of intellectual functioning (Krahé, 1992; Costa & 
McCrae, 1992; McCrae & Costa, 1992). As general personality characteristics, these 
personality dimensions seem related to effort and ability as they were defined in earlier 
educational studies. Schaefer (1997) developed a hierarchical model for adaptive 
behavior, which might also be described as personality. This model included two 
domains, social adjustment and academic competence. Social adjustment was 
subdivided in love (has to do with agreeableness, considerateness, and sympathy), and 
extraversion (gregariousness and verbal expressiveness), whereas, academic 
competence in three factors, that is, curiosity/creativity (humor, imagination and 
openness), intelligence (information and vocabulary), and task-orientation 
(persistence, concentration, and conscientiousness). 
Recent studies on the structure of personality (Briggs, 1992; Digman, 1989, 
1990; Digman & Inouye, 1986; John, 1990; John, Caspi, Robins, Moffit & 
Stouthamer-Loeber, 1994; Goldberg, 1990, 1992a, 1992b; Hofstee, de Raad, & 
Goldberg, 1992; McCrae & Costa, 1989, 1992; Piedmont, McCrae, & Costa, 1991; 
Peabody & Goldberg, 1989; Saucier, 1992; Trapnell & Wiggins, 1990; van Lieshout 
& Haselager, 1992) have demonstrated that the five factors Extroversion, 
Agreeableness, Conscientiousness, Emotional Stability, and Openness, are robust, 
stable, pervasive, and universal enough to be considered as a basic model for the 
description of personality. This Big-Five personality model can be used to provide a 
general description of the individual's personal styles useful in different environments. 
In academic environments, Conscientiousness seems to be one of the main factors in 
relation to achievement because it has to do with "the will to achieve" (Digman, 
1989) and working style as prominent parameters of achievement. Gellatly (1996) 
also found an association between Conscientiousness and personal goals. Barrick and 
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Mount (cited in Costa & McCrae, 1992) pointed out that this factor is the best 
predictor of job performance. Graziano and Ward (1992) also found that teachers' 
evaluations of general adjustment and academic conduct and appearance were mostly 
related to Conscientiousness while the social and athletic domains were more related 
to Extraversion. Little, Lecci, and Watkinson (1992) have emphasized that all Big 
Five factors are related to an individual's approach of personal project systems. In 
particular, Conscientiousness had the strongest relation with the efficacy of personal 
projects. Neuroticism or Emotional Instability was clearly associated with the lack of 
satisfaction in one's project, as viewing one's project as problematic, and as 
perceiving stress and lack of control. Extraversion was related with efficacy, project 
visibility, and with having sufficient time to carry out the project. Openness 
correlated with several dimensions of meaning and value as well as with control and 
lack of difficulty in personal projects. And, finally, Agreeableness was more related to 
the interpersonal than academic domains and had more to do with the positive 
evaluation of the meaningfulness of personal projects. Costa and McCrae (1992) 
further indicated that Openness was an important predictor of vocational interests. 
Based on these previous findings, this study predicted that personality factors 
would be related to school performance. It was expected that some factors would 
reveal a direct and positive relation with school performance, such as 
Conscientiousness, which characterizes diligence and hard work, and Openness, 
which is relevant for intellectual functioning and curiosity. It was further expected 
that the other three personality factors are indirectly related to school achievement 
through ideal self and peers relations as mediator variables. 
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Contextual Variables 
Peers represent an important source of influence over adolescents' identity and 
behavior. The quality of peer relations in elementary school can have a powerful 
influence on later school adjustment and performance (cf. Parker and Asher, 1987), 
although the literature also suggests that there may be reciprocal effects between 
academic achievement and peer adjustment. In relation to school performance, 
Wentzel (1991) found that sociometrie status type was related significantly to 
achievement (General Point Average, GPA) as well as to other social competence 
variables. Popular as well as neglected children earned higher GPAs and rejected 
children earned lower grades GPAs, than average status children did. Popular status 
was also found to be associated to other behaviors such as being more socially 
responsible and trusting and an adaptive problem solver. Rejected children, in 
contrast, showed socially irresponsible behavior at school and low levels of 
interpersonal trust, which placed them at risk for academic failure. Teachers also 
indicated that popular boys have fewer academic problems in mathematics and reading 
than average boys, whereas rejected boys have the most (Coie & Dodge, 1988). 
These results were supported in a recent study, where Wentzel and Asher (1995) 
found that rejected children were perceived by teachers to be less self-assured and to 
start fights more often than average status students. They were also preferred less by 
teachers and perceived by classmates as not being good students. Highly aggressive 
rejected children seem to be most at risk. These children showed a distinct poor 
academic profile plus several behavioral problems such as adjustment difficulties, 
depression, and being involved with deviant peers (French, Conrad, & Turner, 1995). 
Moreover, teacher's perception and evaluation of children in class may bias children's 
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perception of their classmates. Classmates, more often nominated popular children as 
being good students when they were perceived by teachers to be more helpful to 
others (Kindermann, 1993). These results are in agreement with a great number of 
publications that popular children developed highly competent social abilities while 
rejected children are at risk in their social development (Kupersmidt & Coie, 1990; 
Newcomb, Bukowski, & Pattee, 1993; Wentzel, 1991; Wentzel & Asher, 1995). 
Peer perceptions of the popularity of their classmates changed as a function of 
grade level. Juvonen and Murdock (1995) found that lazy students, especially those 
with high ability, were perceived as increasingly popular with advancing school grade 
level. For younger students, perception of popularity was related to their portray as 
being smart, diligent, and effortful. For students in secondary school, being diligent 
will enhance teacher approval but not necessarily peer popularity, whereas students in 
elementary school perceive that high effort increases both teacher and peer approval. 
The present study hypothesized that peer acceptance and peer rejection are 
associated with school performance. At the same time it was assumed that both peer 
acceptance and peer rejection represent an adolescents' position in the class group 
and, therefore, will act as mediators between adolescents' personality and school 
performance. 
The same path of relations that has been proposed as a general model for the 
whole sample will be expected for boys and girls as well as for the students in primary 
and secondary schools. 
School Performance 
School performance in the present study was defined as language and 
mathematics test achievement and as the participation in non-academic school 
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activities, such as sports and art-oriented tasks. In school performance, school 
achievement was distinguished from involvement in non-academic activities to enable 
distinctive predictions of these varied aspects of school performance. Furthermore, 
the distinction between language and mathematics achievement enabled the detection 
of distinctive predictions of both aspects of achievement. 
The Structural Model 
The theoretical model used in this study is summarized in Figure 1 where the 
relations among the investigated sets of variables are presented graphically. As can be 
observed, it was assumed that some personality factors, such as Conscientiousness 
and Openness, are directly related to school performance while the other personality 
factors, such as Extraversion, Agreeableness, and Emotional Stability, were indirectly 
related to school performance through ideal self and peer relations. The correlation 
among all dependent variables (school performance), all intermediate variables, and all 
personality actors were also predicted. This general theoretical model was tested in 
four sub-samples, split according to gender, that is, boys and girls, and according to 
school grade level, that is, primary and secondary school level. 
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Participants were 858 Peruvian adolescents (472 boys, 386 girls), attending 
the 5th (N = 201) and 6th (N = 236) grades of primary school and the 1st (N = 214) 
and 2nd (N = 207) grades of secondary school. Mean age was 12 years and 11 
months, SD = 1,34, range 9 to 17 years. Of these students, 315 were from low, 320 
from middle, and 223 from high socio-economic level schools. All selected schools 
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were located in the same district of Santiago de Surco in Lima, Peru, and offered 
coeducational programs for boys and girls and both primary and secondary programs. 
Measures 
Actual and Ideal Personality. Participants described their actual and ideal 
personality on the same Peruvian Spanish adaptation of Goldberg's Transparent 
Bipolar Adjectives Inventory. It consists of 35 bipolar Likert-type 5-point rating scale 
items. Both poles were marked with two adjectives with opposite meaning (1 = Pole 
A totally agreed: 5= Pole В totally agreed, and 3 = Pole A and Pole В neither. In 
presenting the items, they were systematically grouped in sets of seven items in 
accordance to the "Big Five" personality factors as suggested by Goldberg (1992), 
but without the label describing the factor. In agreement with Goldberg's suggestions, 
the most desirable pole was on the right side and the least desirable pole on the left 
side. Exploratory forced 8-, 7-, 6-, 5-, and 4-factor principle component analyses 
with varimax rotation supported the Big-Five factor solution (see Table 3, Chapter 2). 
Reliability coefficients of the scales based on the 5-factor solution were 0,73, 0,63, 
0,74, 0,53, and 0,60 for Extraversion, Agreeableness, Conscientiousness, Emotional 
Stability, and Openness, respectively, for the actual personality description, and 0,76, 
0,64, 0,79, 0,37, and 0,60 for the ideal personality description. One item ('practical-
impractical') was eliminated from the conscientiousness factor because of its low 
reliability, low loading and because of the problems adolescents had in understanding 
its meaning. Scores for each factor were computed by averaging the item scores per 
scale. 
Ideal Self. This measure was computed subtracting each scale score of the 
actual personality description from its similar in the ideal personality description. The 
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sum of the resulting five discrepancy scores was the total ideal-self score. The larger 
the discrepancy between actual and ideal personality description, the higher the 
personal goals and aspirations are that students set to themselves. 
Sociometrie Status. Students were presented with a list of all classmates. 
They were asked to nominate two classmates for each of the two questions, who they 
liked most (peer acceptance) and who they disliked most (peer rejection). Students' 
raw scores per item, i.e., the sum of all nominations received, were transformed into 
probability scores (p-scores) per class using the binomial distribution, in order to 
adjust for different numbers of nominations in the classes. 
School Performance. School performance contained assessment of academic 
achievement as well as participation in non-academic activities in school. 
Language and Mathematics Test Achievement. Achievement tests 
were constructed for the purpose of this research. The test contents were determined 
in accordance with the Official Peruvian School Program of 1992, for each of the four 
grade levels under study. Items covered a representative selection of the program 
objectives of the previous grade for language and mathematics. That is, 5th grade 
students answered the tests constructed on the basis of 4th grade contents objectives, 
6th grade students answered tests on the basis of the 5th grade contents, and so on. 
An initial version of these tests was administered in a pilot study on a sample 
of 64 students. Results of the pilot study helped in the selection of items for the final 
version of the tests as well as in determining the time limit for each tests, that is, 15 
minutes for the language test and 25 minutes for the mathematics test. 
After item analyses, the language tests were reduced from 25-26 to 22-24 
multiple choice items that evaluated reading comprehension, spelling, use of 
dictionary, use of punctuation and expression marks, vocabulary, and basic grammar. 
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Mathematics tests were reduced from 25-26 to 18-23 multiple choice items that 
evaluated areas such as sets, numerals, basic computational operations (addition, 
subtraction, multiplication and division), addition and multiplication properties, 
measurements, less than and greater than, word problems, fractions, and basic 
geometry. Reliability coefficients (Cronbach's alpha) for language tests for grades 5 
(primary school) to 2 (secondary school) were 0,82, 0,87, 0,84 0,80, respectively. For 
the mathematics tests they were 0,72, 0,75, 0,81, and 0,78, respectively. Raw test 
scores (i.e., all the items passed) were standardized for each of the four grade levels. 
Participation in Non-Academic School Activities. On eight 4-point 
Likert-type items, students rated their participation in non-academic school activities, 
such as sports, art, theater, choir, band, social activities organization, journalism, and 
other (4 = Participate much, 3 = Participate, 2 = Participate little, and 1 = Do not 
participate). Principal component analysis with varimax rotation extracted only one 
factor. Therefore, a single total score for participation was obtained. The reliability 
coefficient (Cronbach's alpha) was 0,68. 
Procedure 
As site of the study, the District of Santiago de Surco in Lima was selected 
because of its large and heterogeneous universe of schools. After selecting all the 
coeducational schools that had a student population larger than 500 and that had both 
primary and secondary programs, a list schools resulted ranked according to number 
of students. Out of them nine schools were selected, three from each socioeconomic 
level (3 out of 5 low socio-economic level, 3 out of 10 middle socio-economic level 
and 3 out of 4 high socio-economic level schools). All low socio-economic level 
schools were public schools while all middle and high socio-economic level schools 
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were private schools. Two high socio-economic level schools refused to participate so 
a new one of the same type was selected to replace them; this reduced the total 
number of participating schools to eight. From each selected school, one classroom 
from each school grade (i.e., 5th and 6th of the primary schools and 1st and 2nd of 
the secondary schools) was randomly selected, except for one of the high socio-
economic level schools where two classrooms for each grade were selected. In 
summary, the sample of students was extracted from 36 classrooms in 8 schools (3 
low, 3 middle and 2 high socio-economic level schools). 
After the selection of schools, a schedule for assessment sessions was 
established in agreement with all school directors. Letters were sent to all 
participants' parents explaining the purpose of the study and asking their consent for 
their child's participation in the study; none of them refused to participate. 
Participants answered anonymously to all instruments. Two assessment sessions were 
programmed for each school. In the first session, the actual and ideal personality self-
descriptions were given (Transparent Bipolar Adjective Inventory). In the second 
session, the students completed the language and mathematics achievement tests, the 
peer nomination questionnaire, and the ratings regarding their participation in non-
academic school activities. Only the achievement tests had fixed time limit, 15 
minutes for language and 25 minutes for mathematics. 
Design of Data Analysis 
After data collection was finished the predicted model was tested through 
LISREL path analysis (Jöreskog & Sörbom, 1989) for the total sample. The obtained 
fitted model was subsequently tested for four sub-samples, that is, boys and girls, and 
primary and secondary school levels. 
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Results 
The theory-based predicted model was tested with LISREL path analysis. The 
empirical model included only observed or manifest variables. The correlation matrix 
to be analyzed for the total sample is shown in Table 1 in the Appendix. This 
empirical-based model resulted to be non-fitted (χ2 (15, N = 858) = 145,30 (Ρ = 
0,00)). Several model modifications were adjusted until a fitting model resulted that 
provided an overall (χ2 (11, N = 858) = 17,45, (Ρ = 0,095). There was a significant 
difference between the theory-based initial model and the final empirically fitting 
model ((Δχ2 (4) = 127,85 (Ρ = 0,00)). The results of the fitting LISREL path 
analysis model are shown graphically in Figure 2. 
The fitting model for the total sample was also analyzed with two sets of two 
sub-samples. The sample was first split in two sub-samples according to the gender 
of the adolescents. The correlation matrices to be analyzed for girls and boys are 
shown in Tables 2 and 3 in the Appendix. For the sub-sample of girls the model also 
showed to be fitted, (χ2 (11, N = 386) = 15,23 (Ρ = 0,17) as well as the model for the 
sub-sample of boys, (χ2 (11, N = 472) = 9,82 (Ρ = 0,55). In feet, this sub-sample 
model of boys showed the best fitting indices. LISREL path analysis results of the 
sub-samples of girls and boys are shown graphically in Figure 3. 
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Figure 2. Empirical Model. Results of LISREL path analysis for the total sample. 
Goodness of Fit Statistics were: χ2 (11, N = 858) = 17,45 (Ρ = 0,095); GFI = 1,00; 
NFI = 0,99; NNFI = 0,98. 
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Figure 3. Results of separate LISREL path analyses for girls and boys. Goodness of Fit Statistics 
for Girls' model were: χ 2 (11, N = 386) = 15.23 (Ρ = 0,17); GFI = 0,99; NF1 = 0,98; NNF1 = 0,97. 
Goodness of Fit Statistics for Boys' model were: χ 2 (11, N = 472) = 9,82 (Ρ = 0,55); GFI = 1,00; NF1 
= 0,99; NNFI = 1,00. LISREL estimates for the sub-sample of girls are outside the parenthesis and 
for boys inside. 
The second split concerned both school levels, that is, primary and secondary 
schools. The correlation matrix to be analyzed for primary and secondary school 
levels are shown in Tables 4 and 5 of the Appendix. The goodness of fit indices of the 
model for the primary school, (χ2 (11, N = 437) = 20,74) (Ρ = 0,036), and for the 
Personality, Ideal self, Sociometrie status 75 
secondary school level, (χ (11, Ν = 421) = 12,68 (Ρ = 0,31), were appropriate. The 
LISREL path analysis results for the sub-samples of the two school levels are shown 
graphically in Figure 4. 
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Figure 4. Results of LISREL path analysis for primary and secondary school levels subsamples. For 
Primary level model Goodness of Fit Statistics were χ 2 (11, N = 437) = 20,74 (Ρ = 0,036); GFI = 
0,99; NF1 = 0,98; NNFI = 0,95. Goodness of Fit Statistics for Secondary level model were χ 2 (11, N 
= 4 2 1 ) = 12,68 (Ρ = 0,31); GFI = 0,99; NFI = 0,98; NNFI = 0,99. LISREL estimates for the sub-
sample of primary students are outside the parenthesis and for secondary inside. 
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Results showed that some personality factors acted as predicted in relation to 
school performance while others did not. It was predicted that only 
Conscientiousness and Openness would be directly related to all three dependent 
variables. The results showed that Openness acted as predicted since it was directly 
and positively related to all school performance variables, that is, language and 
mathematics achievement and participation in non-academic school activities. There 
was a stronger relation of Openness with language achievement and participation in 
non-academic activities than with mathematics achievement. In fact, comparing the 
models for each sub-sample, that is, boys and girls (Figure 3) and primary and 
secondary school levels (Figure 4), the relation of Openness with language 
achievement and participation in non-academic school activities was found in all sub-
samples, whereas there was no relation with mathematics achievement. 
In the overall sample, as predicted Conscientiousness was also directly and 
positively related to mathematics achievement and participation in non-academic 
activities, but not with language achievement. This prediction varied for the sub-
samples, however. Conscientiousness was only related to mathematics achievement 
and participation in non-academic activities in boys, but not in girls. In girls, no direct 
relations were found of Conscientiousness with the dependent variables. In the 
primary and secondary sub-samples, Conscientiousness directly predicted only 
participation in non-academic activities and none of the two achievement variables. 
A direct relation of Extraversion with all dependent variables was an 
unpredicted result. This relation was strong with both achievement outcomes while it 
was weaker with participation in non-academic school activities. A difference 
between the sub-samples was found. For boys, Extraversion did not directly predict 
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any of the achievement variables. Extraversion directly predicted achievement 
variables, i.e., language and mathematics, only in girls. This same result was 
encountered also in primary school. In the secondary school, Extraversion was only 
related to language achievement but not to mathematics achievement. 
As predicted, indirect relations of personality factors with language and 
mathematics achievement were found basically through ideal self and through peer 
rejection since both worked as intermediate variables. No indirect predictions of non-
academic participation were found at all; the mediation variables did not affect non-
academic participation at all. 
As predicted strong indirect paths through ideal-self were found. All 
personality factors, except Openness related negatively to ideal self and ideal self then 
related positively to language and mathematics achievement in the whole sample, as 
well as in all sub-samples. 
Peer rejection showed to be a mediator between personality, i.e., 
Agreeableness and Emotional Stability, and achievement. Agreeableness was 
negatively related to peer rejection in the whole sample, as well as in girls and in 
secondary students. At the same time, peer rejection, acting as a mediator, was 
negatively related with both language and mathematics achievement. The latter 
occurred as well in boys and girls as in the secondary school. The indirect relation 
with personality was not found in boys. In boys, peer rejection did not act as 
mediator but predicted achievement negatively and directly. In the primary school, the 
indirect relation of Agreeableness through peer rejection was only shown with 
mathematics achievement, not with language achievement, nor in the separate 
subgroups. Emotional Stability showed an indirect relation through peer rejection 
with school achievement, but only for primary students. Emotional Stability was 
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positively related to peer rejection and, in tum, peer rejection was negatively related 
only to mathematics achievement. 
Peer acceptance did not work at all as a mediator between personality and 
school performance. Only for the secondary students, peer acceptance was negatively 
related to both language and mathematics achievement. For primary students, 
Extraversion was positively related to peer acceptance, although it did not act as a 
mediator because the path stopped there. 
It is important to mention that language and mathematics achievements were 
highly interrelated. This result was found in the whole sample as well as in all the 
other sub-samples. Participation in non-academic activities had a negative correlation 
mainly to mathematics achievement although this relation was weak. 
Peer acceptance was also negatively correlated to peer rejection in the whole 
sample as well as in the boys' and secondary subgroups. Only in the whole group a 
negative correlation of peer rejection with ideal self was found. 
Personality actors were also interrelated. In fact, all factors were correlated, 
except for Extraversion that was not related to Emotional Stability and 
Conscientiousness in the overall sample. These results varied in the boys' sub-sample, 
where Extraversion correlated with all the other factors. In the primary school, 
Extraversion correlated with all the other factors except with Emotional Stability. 
Extraversion showed higher correlation with Openness, while Agreeableness, 
Emotional Stability, and Openness correlated higher with Conscientiousness. More 
and higher correlation was found among the personality factors in boys than in girls. 
In the primary school, higher correlation was found among personality factors than in 
the secondary school. 
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Discussion 
Three personality factors showed a direct and positive relation with school 
performance, i.e., Openness, Conscientiousness, and Extraversion. Corroborating 
previous findings (Costa & McCrae, 1992; Little et aL 1992; McCrae & Costa, 1992) 
this study also found that Openness was related to school performance. This 
relationship was direct, strong, and present in all four sub-samples studied. The more 
open to new experiences the student is, the higher he or she achieves and participates 
in non-academic activities. This result can be easily understood in the sense that 
students with high intellectual ability and who are more curious, creative, and 
imaginative tend to participate more in academic and non-academic activities. This 
personality trait can also explain why the relation with language achievement and 
participation in non-academic activities was stronger than with mathematics 
achievement. People with high curiosity, fantasy, and imagination tend to read more; 
they want to know more about things and are open to experience through their 
participation in different types of activities. 
Conscientiousness, on the other hand, only acted as predicted in relation with 
mathematics achievement and participation in non-academic activities, but not with 
regard to language achievement. These results also corroborate previous findings 
(Digman, 1989; Gellatly, 1996; Graziano & Ward, 1992; Little et al., 1992) that 
conscientiousness is an important factor in academic, motivational, achievement, and 
performance domains. Hard working, responsible, and organized people tend to 
achieve more and are more efficient. The "will to achieve" that Digman (1989) 
mentioned as to be associated with this factor explains adolescents' participation in 
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non-academic activities. People with a "will to achieve" tend to be interested in 
different activities and, hence, are motivated to participate in multiple activities. 
Characteristics as conscientiousness, perfectionism, accuracy, responsibility, 
and organization are necessary, though non-sufficient, prerequisites for achievement 
in mathematics. This relation with mathematics is shown mainly in the sub-sample of 
boys. This result may be related to the male social role status. Teachers and parents 
expect that boys achieve in mathematics and they may particularly reinforce those 
personal characteristics that would help them fulfill these expectations. Orosan, 
Weine, Jason, and Johnson (1992) stated that teacher behaviors and expectations 
affect students' achievement; particularly boys received more attention from teachers 
in the form of criticism, praise, and overall attention. They also mentioned that in 
mathematics, girls received less instruction, experienced less teaching and received 
fewer complex questions. Raguz (1991) in a study about masculinity and femininity in 
Peru, found that hard working, efficiency, responsibility, among others, were 
personality traits attributed to masculinity, not to femininity. Perhaps, these 
stereotypes are part of children's socialization in Peru. 
The direct relation of Extraversion with all three domains of school 
performance was an unexpected result from the model in this study. Some authors, 
however, found evidence for the relation of this factor with the efficacy and visibility 
of personal projects (Little et al, 1992) or with the social and athletic domains 
(Graziano & Ward, 1992). Extraverted people are more communicative and interact 
with others more easily. High communication skills may facilitate students' 
achievement of better educational outcomes as well as their interaction qualities while 
participating in non-academic activities. A different explanation may be that 
extraverted people tend to attract more attention from others because they are more 
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talkative, outspoken, active, and energetic. In gaining more attention, these students 
could receive more reinforcement as well as more quality teaching time and more 
information. On the other hand, since Extraversion was highly correlated to 
Openness, extraverted students may be more curious and intellect oriented. 
The relation of Extraversion with achievement, i.e., language and mathematics, 
were found only in girls. For mathematics, this relation was specifically found in 
primary school students. Since there is evidence (Orosan et al., 1992) that teachers 
and parents tend to give more attention and, hence, more quality time and information 
to boys, perhaps extraverted girls also tend to gain this type of attention from others 
especially from their teachers at school. Orosan et al. (1992) also mentioned that 
teachers' expectations were higher for girls on social domains. Since extraversion has 
been related to social domains (Graziano & Ward, 1992), girls may receive more 
attention for their socially oriented behavior. It is also well known that girls tend to 
have similar or sometimes better mathematics achievement than boys in the primary 
school years while afterwards in the secondary school this gender difference is 
reversed. This could explain why the relation of extraversion with mathematics 
achievement in the present study occurred only in the primary school. 
An important result was the mediation of ideal self in the model. Ideal self 
was negatively related to all personality factors, except Openness. This means, that 
adolescents who rated themselves high in their actual personality (i.e., extraverted, 
agreeable, conscientious, and emotionally stable), experience their ideal personality as 
more nearby or less discrepant from their actual personality. They do not want to be 
a much different person from what they are at present. Adolescents with a lower 
actual personality want to be more different. Their ideal-self score will be higher. In 
turn, the ideal self is positively related to language and mathematics achievement. 
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This means that the more adolescents want to be different, the more they will achieve. 
In this study, the ideal self seems to be a motivational force, working as a personal 
goal that pushes adolescents to be different through academic achievement (cf. 
Gellatly, 1996). It fits in this line of reasoning that Conscientiousness has the highest 
difference score between actual self and ideal self, in all sub-samples. In sum, this 
indirect path in combination with the earlier discussed direct paths, seems to carry a 
multiple message. First, adolescents with a high personality level have a relatively low 
ideal self but they may nonetheless along direct as well as indirect paths reach high 
achievement and high levels of non-academic participation in school. Second, 
adolescents who score high on separate personality factors, such as Openness, 
Conscientiousness or Extraversion, may have direct routes to high achievement and 
non-academic performance. These routes differ somewhat according to school level 
or gender. Third, adolescents with an overall lower level of personality scores but 
who have a high ideal self may reach also higher achievement in language and 
mathematics. 
It is an interesting option for future research to examine, whether ideal self is a 
cause or a consequence of academic achievement. Some modification indices of the 
LISREL analysis suggest that it could be a consequence. 
Some indirect paths involving peer rejection as a mediation variable suggest 
that adolescents are at risk for low achievement in language and mathematics. For 
example, low Agreeableness was indirectly related to low achievement in language 
and mathematics through peer rejection as an intermediate. This relation was revealed 
only in girls and in secondary school. The relation of agreeableness with peer 
rejection is clear in the sense that less agreeable adolescents are at risk of being 
rejected by their classmates. Rejected adolescents have lower the educational 
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achievements. These findings corroborate others results that rejected children often 
have poorer academic outcomes, show more irresponsible behaviors and low levels of 
adjustment (Wentzel, 1991; Coie and Dodge, 1988; and Wentzel and Asher,1995). 
The fact that this relation was only observed in the girls and secondary schools 
corroborate previous findings that peer relations may vary according to school grades 
(Juvonen and Murdock, 1995). High school students are more concerned about peer 
popularity and peer approval than younger students. Being agreeable with then-
classmates may be an important concern for secondary students and, for the present 
study sample, this could be particularly true for girls. In sum, peer rejection, whether 
acting as an intermediate variable or not, was found to always be negative related to 
both achievement domains. The higher the probability of being nominated as disliked 
by the classmates, the lower their language and mathematics achievement. 
Peer acceptance did not have a mediation role according to the findings of 
this study. A single personality variable, Extraversion, was related with peer 
acceptance for obvious reasons. Peer acceptance, however, was negatively related to 
academic achievement but only in secondary school. This means that the higher the 
probability of being nominated as liked by the classmates, the lower the achievement 
outcomes. This result supports previous findings (Juvonen and Murdock, 1995). For 
older students, that is, secondary graders, being diligent, hard working, and 
conscientious facilitates teacher approval but not peer popularity. These students are 
not so much concerned about being popular to teachers. High academic efforts will 
not increase peer approval and since peer approval is a their main concern, secondary 
students will look for other ways to gain popularity than through high achievement. 
In the theory-based model, correlation between all dependent variables were 
expected and some were found in the empirical model, in particular, between both 
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achievement domains. Higher achievers in one domain are also high achievers in the 
other domain. Both domains are facets of the achievement construct as was expected. 
Non-academic school performance is a completely different domain that is unrelated 
with language achievement and negatively related with mathematics. High achievers 
in mathematics tend to participate less in non-academic school activities or vice versa. 
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Chapter 4 
Interpersonal Support, Personality, Ideal self, Peer Relations and School 
Performance among Adolescents 
The present study explored a model in which personal characteristics as well 
as two types of contextual features were examined in relation to school 
accomplishment. Student's personality and ideal self were investigated among the 
personal attributes, while as contextual features, sociometrie status was considered as 
a more proximal, and adolescents' perceived interpersonal support as more distal to 
school performance. 
Personal Characteristics 
Recent studies in personality structure (Briggs, 1992; Digman, 1989, 1990; 
Digman & Inouye, 1986; Goldberg, 1990, 1992a, 1992b; Hofstee, de Raad & 
Goldberg, 1992; МсСгае & Costa, 1989, 1992; Piedmont, McCrae & Costa, 1991; 
Peabody & Goldberg, 1989; Saucier, 1992; Trapnell & Wiggins, 1990; van Lieshout 
& Haselager, 1992) have demonstrated that the five factors, Extroversion 
Agreeableness, Conscientiousness, Emotional Stability, and Openness, are robust, 
stable, pervasive and universal enough to be considered as a basic model for the 
description of personality. The model can be used to provide a comprehensive 
description of the individual's emotional, interpersonal, experiential and motivational 
styles useful in different environments. 
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Personality, and more specifically the Big-Five model, has been studied in 
relation to academic achievement (Costa & McCrae, 1992; Furnham, 1992; Krahé, 
1992; Maruyama, 1984; McCrae & Costa, 1992; Schaefer, 1997). Conscientiousness, 
which characterizes diligence and hard work seems to be one of the main factors in 
relation to academic behavior and to achievement (Little, Lecci & Watkinson, 1992). 
It has to do with '4he will to achieve" (Digman, 1989), with working styles, and 
achievement parameters, as well as with conduct in school (Graziano & Ward, 1992). 
It has been considered as a good predictor of job performance (cf. Costa & McCrae, 
1992). Also Openness, which is relevant to intellectual functioning and curiosity, plays 
an important role in academic environments and has been considered an important 
predictor of vocational interests (Costa and McCrae, 1992). These findings were 
corroborated in a recent study (Claux, van Lieshout, & van Aken, submitted-a) where 
the Big-Five personality factors were found to be associated with school performance 
in a sample of Peruvian adolescents. In this study it was predicted that only 
Conscientiousness and Openness would have a direct relation to school performance 
while the other factors would relate indirectly through mediator variables such as ideal 
self and peer acceptance and peer rejection. Results showed that three personality 
factors were positively and directly related to school performance. Openness was 
related to language and mathematics achievement as well as to participation in non-
academic school activities. Conscientiousness, the other academic related personality 
factor, showed an association with mathematics achievement and participation in non-
academic school activities but mainly in the sub-sample of boys. Extraversion, a factor 
associated in other studies (Graziano & Ward, 1992; Little, Lecci & Watkinson, 
1992) to the social and athletics domains, was found to be directly and positively 
related to language and mathematics achievement and to participation in non 
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academic school activities, mainly in the sub-sample of girls. Extraversion, 
Agreeableness, Conscientiousness, and Emotional Stability were mediated to language 
and mathematics achievement through ideal self, which underscored the role of 
personal goals in academic outcomes (cf. Gellatly, 1996). Moreover, peer rejection 
also acted as a mediator between Agreeableness and school performance, mainly as a 
risk factor for sufficient school achievement in the sub-samples of girls and primary 
students. 
Among person characteristics, also self-esteem and self-concept have been 
considered important personal characteristics for academic success (Chadha, 1989; 
Harter, 1983; Reasoner, 1983). Despite much effort, however, for a long time little 
or contradictory results have been encountered (Boyd, 1995; Chadha, 1989; La Rosa, 
1995; Maruyama, 1984; Strietmatter, 1989). Recently, some theorists (Block & 
Robins, 1993; cf. Moretti & Higgins, 1990; Pelham, 1995) argued that individual's 
self-esteem should be comprehensively assessed through the comparison between the 
perceived actual self and the self-evaluative standard or an ideal desired state. In a 
previous study (Claux et al., submitted-a) ideal self, assessed as the discrepancy 
between adolescents' actual and ideal personality self reports, was found to be a 
major mediator between personality and school achievement. Ideal self seemed to 
motivate high standards of achievement. 
In the present study a model will be tested in which these person 
characteristics, that is, personality and ideal self, will be considered as mediator 
variables between adolescents' perceived interpersonal support and school 
performance. 
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Contextual features 
A variety of contextual variables, affecting school performance can be 
distinguished. For example, group relations represent an important source of 
influence over adolescents' identity and behavior. The quality of peer relations has 
been found to be a powerful feature in school motivation, adjustment and 
performance (cf. Parker and Asher, 1987; Kindermann, 1993). In relation to school 
performance, Wentzel (1991) found that sociometrie status type was related 
significantly to achievement as well as to other social competence variables. Popular 
as well as neglected children earned higher grades whereas rejected children earned 
lower grades than average status children did. Differences in social skills were also 
found, where popular status children were significantly more socially responsible, 
trusting, and adaptive problem solvers than average status children were. In contrast, 
rejected children scored significantly lower than average on these same variables, 
showing high levels of socially irresponsible behavior at school and low levels of 
interpersonal trust. Peer rejection places children at risk for academic failure and 
adjustment problems, especially if they are also aggressive (French, Conrad, & 
Turner, 1995; Wentzel, 1991). Teachers' achievement ratings were also found to be 
associated with students' social behavior, that is, popular boys have fewer academic 
problems than average status boys and rejected boys have the most. Rejected children 
were not only less preferred by teachers but also perceived as having less social 
competence than average status students. Classmates also perceived these rejected 
students as not being good students (Coie and Dodge, 1988; Wentzel and Asher, 
1995). In a recent study (Claux et al., submitted-a) found that peer rejection, as a 
mediator between Agreeableness and school performance, was negatively related to 
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language and mathematics achievement. That is, rejected students achieved less. In 
conclusion, popular children have highly competent social abilities while rejected 
children are at risk in their social and educational development (Kupersmidt & Coie, 
1990; Newcomb & Bukowski, 1993; Wentzel, 1991; Wentzel & Asher, 1995). 
Peer relations may vary according to age and school grades. Younger students 
will not distinguish their behavior according to the audience whereas students in early 
secondary school grades may be more concerned about behaviors that enhance their 
popularity among classmates than to their teachers (Juvonen & Murdock, 1995). 
Similarly, Claux et al. (submitted-a) found that peer acceptance for secondary 
students was negatively related to achievement in language and mathematics. This 
finding suggested that high achievement is not a popularity-enhancing feature among 
secondary students. 
In this study, sociometrie status in the school class was considered as a 
contextual feature that might directly affect adolescents' school achievement. 
Sociometrie status is considered as a contextual feature that is close or proximal to 
school achievement. Therefore, sociometrie status was considered to mediate between 
students' personality and other contextual features that are not directly or more at a 
distance (more distally) associated to school achievement. 
More distal contextual features are not directly related to school achievement, 
such as general relational support that adolescents experience from parents, siblings, 
best friends, and even teachers. Adolescents experience different types of support 
from a variety of persons in different types of close relationships for different 
behavioral domains (Bemdt, 1989; Schölte, in press). Although there are also 
common features in the structure of social support received from such different 
providers of support (cf. van Lieshout, Cillessen, & Haselager, in press). Different 
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dimensions of support have been considered relevant in measuring social support from 
different providers. The dimension taken into account have been, emotional support, 
informational support, instrumental support, behavior regulating support, esteem 
support, support of goal orientations, and companionship (Barrera & Ainlay, 1983; 
Bell et al., 1991; van Lieshout & van Aken, 1995; van Lieshout et al., in press; Vaux 
et al., 1986). 
Adolescents' identity formation and psychosocial competence are greatly 
affected by the quality of family relations. Parents are the most important models and 
providers of definitions of beliefs, values and norms, and, hence, they are the basis for 
the development of children's own belief systems. Several research findings showed 
that when the family context was supportive, cohesive and accepting, the children's 
identity development was enhanced as well as their self-esteem (Amato, 1989; 
Harter, 1982; 1983; Maccoby & Martin, 1983; Papini, Sebby & Clark, 1989; 
Streitmatter & Pate, 1989; van Aken & Riksen-Walraven, 1992). 
In relation to school activities, parents as well as friend's support were found 
to be related with adolescents' positive attitudes toward school and higher aspirations 
(cf. Berndt et al., 1989). Parents have considerable modeling and defining influences 
over their children, especially in the occupational and educational domains (cf. Cohen, 
1987). The degree and strength of the influence varied with the child's gender and the 
social class. For example, daughters were more influenced by parental modeling 
whereas sons were predominantly affected by parental defining (Cohen, 1987; cf. 
Marjoribanks, 1990). Parental support was found to be associated with several 
academic issues like school readiness (Hess, Holloway, Dickson, & Price, 1984), 
school and cognitive performance (Masselam, Marcus, & Stunkard, 1990; Miller, 
ManhaL & Mee, 1991), achievement and academic success (Cutrona, Cole, 
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Colangelo, Assoldine, & Russell, 1994; Snodgrass, 1991), adjustment, self regulation, 
and school competence (Bronstein, Duncan, D'Ari, Pireniadz, Fitzgerald, Abrams, 
Frankowski, Franco, Hunt, & Oh Cha, 1996; Dubow, Tisak, Causey, Hryshko, & 
Reid, 1991; Grolnick & Ryan, 1989; Lamborn, Mounts, Steinberg & Dombusch, 
1991), children's standards of conduct (Dombusch et al., 1987), and attitudes and 
beliefs regarding achievement (Steinberg, Elmen, & Mounts, 1989). 
Other members of adolescents' social network also support school 
accomplishments. Close friends contribute to both social and cognitive development 
(Hartup, 1992). Adolescents share with friends a variety of resources and develop 
mutual interactions like helping each other and providing stability in times of 
emotional stress, sharing advice, serving as trusted confidants and critics, and sharing 
companionship and recreation. Reciprocity and equality are central to friendship 
(Hartup, 1992; MacDonald, 1996). 
Teachers are also an important source of support in relation to academic 
success and outcomes as well as on other behavioral domains. Teachers' positive 
comments and supportive feedback upon students' behavior and outcomes provide 
important and helpful guides, as well as encourage children's behavior and 
achievement (Hitz & Driscoll, 1988). Teacher appraisals may also influence 
children's own group attitudes, peer preferences by enforcing category-based 
expectancies and stereotypes about children's group membership. In this respect, 
White and Kistner (1992) found that teachers' feedback had great influence over 
social preferences and perceptions of young children. Teacher attention to 
appropriate behavior resulted in an increased preference and more positive 
judgements of the target child. When students received derogatory feedback from 
their teachers, however, they received lower preferences and were described more 
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negatively, whereas children's preferences were hardly affected when students 
received corrective feedback. Teachers also affected adolescent's educational and 
occupational aspirations (Marjoribanks, 1990). Moreover, teacher's support played 
an important role in the definition of classroom goals (White and Kistner, 1992) and 
stereotypes and academic success expectations in school classes (Corenblum, Annis, 
«fcTanaka, 1997). 
Interactions among different support providers were also found (Hunter, & 
Youniss, 1982). Parents' support in interaction with the child's age may affect 
friends' relations. Parents are a source of companionship for children, but during the 
adolescent years, friends constitute a major source of companionship. With age, 
friends' intimacy increases and cross-sex friend become more accepted (Berndt, 1989; 
1986; Bronstein et al., 1996; Buhrmester & Furman, 1987; Furman & Bierman, 1984; 
Hartup, 1992; Hunter & Youniss, 1982; Kurdek, Fine & Sinclair, 1995; Newcomb & 
Bagwell, 1995). 
In the present study, perceived support from parents, best friends and teacher 
are predicted to be indirectly related to school performance through the mediation of 
adolescents' personality, their ideal self, and peer acceptance and peer rejection. 
Structural model proposed in this study 
The model predicted in this study is summarized in Figure 1 where the set of 
relations between the studied variables is presented graphically. This model was 
based on a previous theory-based model that examined the relations between 
personality and school performance having ideal self and peer relations as mediator 
variables (Claux et al., submitted-a). As can be observed in Figure 1, it was assumed 
that the perceived interpersonal support from all three providers (i.e., parents, best 
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friend, and teacher) was indirectly related to school performance through personality 
characteristics. It was predicted that parents' support would be indirectly related to 
school performance through four of the five personality factors, that is, 
Agreeableness, Conscientiousness, Emotional Stability, and Openness. Also, friends' 
support would relate indirectly to school performance through Agreeableness and 
Emotional Stability, due to the interpersonal character of these factors. And finally 
that teacher's support would predict school performance indirectly through 
Agreeableness, Conscientiousness, and Openness, factors, that were supposed to be 
related to academic outcomes and relations in class groups. 











Figure 1. Theory-based model. Predicted relations between interpersonal support, personality, ideal 
self and peer relations, and school performance. 
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Method 
Participants 
Participants were 858 Peruvian adolescents (472 boys, 386 girls), attending 
the 5th (N = 201) and 6th (N = 236) grades of primary school and the 1st (N = 214) 
and 2nd (N = 207) grades of secondary school. Mean age was 12 years and 11 
months, SD = 1,34, range 9 to 17 years. Of these students, 315 were from low, 320 
from middle, and 223 from high socioeconomic level schools. All selected schools 
were located in the same district of Santiago de Surco in Lima, Peru, and offering 
coed and both primary and secondary programs. 
Measures 
Actual and Ideal Personality. Participants described their actual and ideal 
personality on the same Peruvian Spanish adaptation of Goldberg's (1992) 
Transparent Bipolar Adjectives Inventory. It consists of 35 bipolar Likert-type 5-
point rating scale items. Both poles were marked with two adjectives with opposite 
meaning (1 = Pole A very true: 5= Pole В very true, and 3 = Pole A and Pole В 
somewhat true"). In presenting the items, they were systematically grouped in sets of 
seven items in accordance to the "Big Five" personality factors as suggested by 
Goldberg (1992), but without the label describing the factor. In agreement with 
Goldberg's suggestions, the most desirable pole was on the right side and the least 
desirable pole on the left side. Exploratory forced 8-, 7-, 6-, 5-, and 4-factor principle 
component analyses with varimax rotation confirmed the Big Five factors solution 
(see Table 3 and 4 in Chapter 2). Reliability coefficients of the scales based on the 5-
factors solution were 0,73, 0,63, 0,74, 0,53, and 0,60 for Extraversion, 
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Agreeableness, Conscientiousness, Emotional Stability, and Openness, respectively, 
for the actual personality description, and 0,76, 0,64, 0,79, 0,37, and 0,60 for the 
ideal personality description. One item ('practical-impractical') was eliminated from 
the Conscientiousness factor because of its low reliability, low loading and because of 
the problems adolescents had in understanding its meaning. Scores for each 
personality dimension were computed by averaging the item scores per scale. 
Ideal Self. This measure was computed subtracting each scale score of the 
actual personality description from its similar in the ideal personality description. The 
sum of the resulting five discrepancy scores was the total ideal self-score. The larger 
the discrepancy between actual and ideal personality description, the higher the 
personal goals and aspirations are that students set to themselves. 
Interpersonal support. An interpersonal support questionnaire was 
constructed based on the format used by Furman and Buhrmester (1985) in their 
Network Relationship Inventory. The questionnaire consisted of three parts. Part I, 
assessed the student's relational network size through eight questions regarding the 
persons (parents, relatives, and others) with whom the student lives, the number of 
siblings, and the presence of a best friend. Part II included seven questions, assessing 
who are the most and the least significant persons in the student's relational network, 
i.e., the most and least liked relative, the most and least liked sibling, the best friend 
and least liked friend, and the most liked teacher. Part III, assessed the quality of 
students' perceived support from each of nine sources of support in their network, 
that is, (step) mother, (step) father, the most and least liked relative, the most and 
least liked sibling, the most and least liked friend, and the teacher. Perceived support 
assessed in part III, was measured on 37 4-point Likert type scales (1 = Totally 
disagreed, 2 = Moderately disagreed, 3 = Moderately agreed, and 4 = Totally agreed), 
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for each of the nine sources of support. This items represented four domains of 
support, i.e., informational (9 items), instrumental or behavior regulating (5 items), 
emotional (19 items), and motivational (4 items) support. 
Principal component analyses with varimax rotation on the four scales of the 
nine providers of support revealed that mothers' and fathers' scores loaded always 
together on the same factor and were clearly distinguished from the most-liked 
(including teachers) and from the least-liked network members. Therefore, an 
average total score was computed across the four scales of both parents. Moreover, 
for the purpose of the study, only three sources of support were included in further 
analyses, that is, parents (mothers and fathers together), most liked friend and teacher. 
The alpha coefficient for the four domains of support was 0,89 for parents; 0,87 for 
the most-liked friend; and 0,88 for the teacher. 
Next, the four scale scores of each domain were factor analyzed, separately 
for each of the three providers, i.e., parents, most-liked friend, and teacher. In all 
instances, the principal component varimax-rotated factor analysis revealed one single 
factor only. Therefore, the four domain scores for each of the three providers were 
averaged. 
Sociometrie Status. Students were presented with a list of all classmates. 
They were asked to nominate two classmates for each of the two questions, who they 
liked most (peer acceptance) and who they disliked most (peer rejection). Students' 
raw scores per hem, i.e., the sum of all nominations received, were transformed into 
probability scores (p-scores) per class using binomial distribution, in order to adjust 
for different numbers of nominations in the classes. 
School Performance. School performance contained assessment of academic 
achievement as well as participation in non-academic activities in school. 
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Language and Mathematics Test Achievement. Achievement tests were 
constructed for the purpose of this research. The test contents were determined in 
accordance with the Official Peruvian School Program of 1992 for each of the two 
subject matters, for each of the four grade levels under study. Items covered a 
representative selection of the program objectives of the previous grade for language 
and mathematics. That is, Sth grade students answered the tests constructed on the 
basis of 4th grade contents objectives, 6th grade students answered tests on the basis 
of the 5th grade contents, and so on. 
An initial version of these tests was administered in a pilot study on a sample 
of 64 students. Results of the pilot study helped in the selection of hems for the final 
version of the tests as well as in determining the time limit for each tests, that is, IS 
minutes for the language test and 25 minutes for the mathematics test. 
After item analyses, the language tests were reduced from 25-26 to 22-24 
multiple choice items that evaluated reading comprehension, spelling, use of 
dictionary, use of punctuation and expression marks, vocabulary, and basic grammar. 
Mathematics tests were reduced from 25-26 to 18-23 multiple choice items that 
evaluated areas such as sets, numerals, basic computational operations (addition, 
subtraction, multiplication and division), addition and multiplication properties, 
measurements, less than and greater than, word problems, fractions, and basic 
geometry. Reliability coefficients (Cronbach's alpha) for language tests for grades 5 
(primary school) to 2 (secondary school) were 0,82, 0,87, 0,84 0,80, respectively. For 
the mathematics tests they were 0,72, 0,75, 0,81, and 0,78, respectively. Raw test 
scores (i.e., all the items passed) were standardized for each of the four grade levels. 
Participation in Non-academic School Activities. Students rated their 
participation in non-academic school activities on eight 4-point Likert-type items 
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regarding sports, art, theater, choir, band, social activities organization, journalism, 
and other (4 = Participate much, 3 = Participate, 2 = Participate little, and 1 = Do not 
participate). Principal component analysis with varimax rotation extracted only one 
factor. Therefore, a single total score for participation was obtained. The reliability 
coefficient (Cronbach's alpha) was 0,68. 
Procedure 
The District of Santiago de Surco in Lima was selected as the site of the 
study, because of its large and heterogeneous universe of schools. After selecting all 
the coeducational schools that had a student population larger than 500 and that had 
both primary and secondary programs, a list of schools resulted ranked according to 
number of students. Out of them nine schools were selected, three from each 
socioeconomic level (3 out of 5 low socioeconomic level, 3 out of 10 middle 
socioeconomic level and 3 out of 4 high socioeconomic level schools). All low 
socioeconomic level schools were public schools while all middle and high 
socioeconomic level schools were private schools. Two high socioeconomic level 
schools refused to participate so a new one of the same type was selected to replace 
them; this reduced the total number of participating schools to eight. From each 
selected school, one classroom from each school grade (i.e., 5th and 6th of the 
primary schools and 1st and 2nd of the secondary schools) was randomly selected, 
except for one of the high socioeconomic level schools where two classrooms for 
each grade were selected. In summary, the sample of students was extracted from 36 
classrooms in 8 schools (3 low, 3 middle and 2 high socioeconomic level schools). 
After the selection of schools, a schedule for assessment sessions was 
established in agreement with all school directors. Letters were sent to all 
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participants' parents explaining the purpose of the study and asking their consent for 
their children's participation in the study; none of them refused to participate. 
Participants answered anonymously to all instruments. Two assessment sessions were 
programmed for each school. In the first session, the actual and ideal personality self-
descriptions were given (Transparent Bipolar Adjective Inventory). In the second 
session, the students completed the language and mathematics achievement tests, the 
peer nomination questionnaire, and the ratings regarding their participation in non-
academic school activities. Only the achievement tests had fixed time limit, 15 
minutes for language and 25 minutes for mathematics. 
Design of Data Analysis 
After data collection was finished the predicted model was tested through 
LISREL path analysis (Jöreskog & Sörbom, 1989) for the total sample. The obtained 
fitted model was subsequently tested for four sub-samples, that is, boys and girls, and 
primary and secondary school levels. 
Results 
The theory-based predicted model was empirically tested with LISREL path 
analysis. The empirical model included only observed or manifest variables. The 
correlation matrix to be analyzed for the total sample is shown in Table 1 in the 
Appendix. The empirically based model tested in this research did not fit ((χ2 (35, N 
= 858) = 169,88 (Ρ = 0,0)). Several model modifications were adjusted until a fitting 
model resulted that provided an overall (χ2 (25, N = 858) = 36,65 (Ρ = 0,062). There 
was a significant difference between the theory-based predicted model and the 
empirically fitting model ((χ2 (10) = 133,23 (Ρ = 0,00)). The results of the LISREL 
path analysis for the empirically fitting model are presented graphically in Figure 2. 
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Figure 2. Empirical model. Results of the LISREL path analyses for the overall sample. 
Goodness of Fit Statistics were χ2 (25, N = 858) = 36,65 (Ρ = 0,062); GFI = 0,99; NF1 = 0,98; 
NNFI = 0,98. 
The empirically fitting model found for the overall sample was also tested in 
two sets of two sub-samples. The sample was first split according to sex of the 
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participants. The correlation matrix to be analyzed for girls is shown in Table 2 in the 
Appendix. The model for the sub-sample of girls was also a fitting model ((χ2 (25, N 
= 386) = 37,51 (Ρ = 0,052)). The correlation matrix to be analyzed for boys is shown 
in Table 3 in the Appendix. The model for the sub-sample of boys was the best fitting 
of all the models tested ((χ2 (25, N = 472) = 24,00 (Ρ = 0,52)). The results of the 
LISREL path analyses for the sub-samples of girls and boys are shown graphically in 
Figure 3. 
The overall sample was also split according to a second criteria, school level, 
i.e., primary and secondary school levels. The correlation matrix to be analyzed for 
the students in primary school is shown in Table 4 in the Appendix. The testing of the 
model for the primary students did not fit (χ2 (25, N = 437) = 52,30 (Ρ = 0,0011)). 
Nevertheless, it is important to notice that the goodness of fit index (GFI), the 
normed fit index (NFI) and the non-normed fit index (NNFI) are all greater than 0,90; 
in the same sense, the ratio (χ2 /dfis greater than 2 (χ2 (52,30/25 = 2,1). For these 
reasons it can concluded that the model for the sub-sample of primary students fits the 
data. The correlation matrix to be analyzed for students in secondary school is shown 
in Table 5 in the Appendix. The model for the secondary students did fit well ((χ2 
(25, N = 421) = 29,27 (Ρ = 0,25)). The results of the LISREL path analyses for the 
students in primary and secondary school are shown graphically in Figure 4. 
In the overall sample, the results showed that the relations involving parents' 
support were not found as predicted in the theory-based model. It was predicted that 
parents' support would be indirectly related to school performance through four of 
the five personality factors, i.e., Agreeableness, Conscientiousness, Emotional 
Stability, and Openness. Results did not show any relations of parents' support with 
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any of the personality factors. Instead, parents' support was directly and positively 
related to language and mathematics achievement, as well in the overall sample as in 
all sub-samples. 
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Figure 3 Empirical model. LISREL path analyses results for sub-samples of girls and boys 
Goodness of fit statistics for girls were χ2 (25, N = 386) = 37,51 (Ρ « 0,052); GFI = 0,99; NFI = 0,97; 
NNFI = 0,96, and for boys were χ2 (25, N = 472) - 24,00 (Ρ = 0,52); GFI = 0,98; NFI = 0,98; 
NNFI = 1,00. LISREL estimates for the sub-sample of girls are outside the parenthesis and for boys 
inside 
Inteipersonal Support 103 




58 RNBCCG) \" 
i Riaifc 
' / -CL 
ОівдаІкшвБ 
lèadss t 




^ X. V /3 













а* RiiBy . — Samhy 
Figure 4 Empirical model. LISREL path analyses results for the primary and secondary student's 
sub-samples. Goodness of fit statistics for primary sub-sample were χ 2 (25, N = 437) = 52,30 (Ρ = 
0,0011); GFI = 0,98; NFI = 0,96; NNFI = 0,93; and for secondary sub-sample were χ 2 (25, N = 
421) = 29,27 (Ρ = 0,25); GFI = 0,99; NFI = 0,97; NNFI = 0,99. LISREL estimates for the sub-
sample of primary students are outside the parenthesis while for secondary inside. 
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Two further sample-specific indirect paths to school achievement through 
ideal self and peer rejection were found for this support provider. Parents' support 
was positively related to ideal self but negatively to peer rejection. For the gender-
based sub-samples, parents' indirect support paths were the same as in the overall 
sample with the difference that the path to peer rejection was only present in boys. 
For the primary and secondary sub-samples, some further differences were found 
regarding parents' support. The relation with ideal self was only present for primary 
students whereas the relation with peer rejection was only found in secondary 
students. For the latter sub-sample a direct and positive relation of parents' support 
with Emotional Stability was found. 
According to the theory-based model it was predicted that friends' support 
would be indirectly related to school performance through Agreeableness and 
Emotional Stability. Results showed that besides those two personality factors, 
friends' support was also positively related to Extraversion and to Openness, but not 
to Conscientiousness. In the empirical model, no other relation was found for this 
support provider. 
This pattern of associations between friends' support and personality factors 
was further qualified for boys and girls and for the two school levels. Relation with 
Extraversion was observed for both sub-samples of girls and boys. The relation of 
friends' support with Agreeableness was shown only in the sub-sample of girls while 
the relations with Emotional Stability and Openness were present only for the boys' 
participants. Only for the sub-sample of boys a direct and positive relation was found 
between friends' support and mathematics achievement. 
For the school-based sub-samples, friends' support showed a different pattern 
of relations. Friends' support in the secondary students group was positively related 
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only to Extraversion and to Agreeableness. In the primary school, friends' support 
showed no relations with any of the other variables. 
The theory-based model predicted that teacher's support would be indirectly 
related to school performance through three personality factors, i.e., Agreeableness, 
Conscientiousness, and Openness. The empirical model for the overall sample showed 
that teacher's support was positively related to Agreeableness and Conscientiousness 
but not to Openness; instead, teacher's support was also negatively related to 
Extraversion. A further indirect and positive relation of teacher's support with school 
performance through ideal self was found. There was also a direct and positive 
relation of this support provider to participation in non-academic school activities but 
not to language nor mathematics achievement. This pattern of findings for the overall 
sample, however, was highly qualified in the gender- and school-specific sub-samples. 
Teacher's support was positively related to Conscientiousness in both sub-
samples of girls and boys but it also showed a positive relation to Agreeableness only 
for boys. The direct and positive relation of teacher's support to participation in non-
academic school activities was only present in the sub-sample of boys. 
In the school level sub-samples, teacher's support was positively related to 
Conscientiousness only for primary students. In the secondary subgroup teacher 
support was positively related to Agreeableness and Openness, and negatively to 
Extraversion; at the secondary level, teacher's support was positively related to ideal 
self but not in the primary students group. 
Parents', friend's, and teacher's support were highly correlated. 
Following the predicted paths through the mediator variables, a path from 
friends' and teachers' support through Extraversion to school performance was 
found. With teachers' support the relation to Extraversion was negative. Only in the 
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sub-sample of girls (not in the boys) the relation of Extraversion with both 
achievement variables was observed. Both, in primary and secondary schools a 
positive relation of Extraversion to language achievement was found, but only in 
primary school the relation to mathematics was observed. Extraversion was also 
directly and positively related to peer acceptance; no indirect relation of Extraversion 
to school performance through peer acceptance was observed. 
Only teachers' support went through Openness on its way to school 
performance. In turn, Openness acted as predicted only in its relation with language 
and participation in non-academic school activities, but not with mathematics 
achievement. Openness was positively related to participation in non-academic school 
activities in both sub-samples of girls and boys, but only the sub-sample of boys 
showed a relation with language achievement. Both, primary and secondary students 
showed the positive relation of Openness to participation in non-academic school 
activities but only the sub-sample of secondary students revealed a positive relation 
with language achievement. 
Conscientiousness was positively related only to participation in non-academic 
school activities, in the overall sample as well as in boys and secondary students. This 
relation was not observed in girls and primary students. The direct and positive 
relation of this factor with mathematics achievement was found only for the sub-
sample of boys. 
A path from Agreeableness showed an indirect relation to language and 
mathematics achievement through peer rejection. This factor was negatively related to 
peer rejection, and, in turn, peer rejection showed a negative relation to both 
achievement domains, but only in girls and secondary schools. 
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As predicted and found in the previous study, all personality factors, except 
Openness were indirectly and negatively related to ideal self. In turn, ideal self was 
positively related to language and mathematics achievement. 
All personality factors were significantly correlated. In the overall sample as 
well as in the sub-sample of primary students, Agreeableness, Conscientiousness, and 
Openness correlated to all the other factors; Extraversion and Emotional Stability 
were not significantly correlated. In girls and secondary students all factors were 
correlated except for Extraversion with Conscientiousness and with Emotional 
Stability. In the sub-sample of boys correlation among all factors was found. 
In the overall sample as well as in all the sub-samples, peers rejection as a 
mediator was directly and negatively related to language and mathematics 
achievement. Moreover, peer acceptance was negatively related to language and 
mathematics achievement only in secondary students. 
Language and mathematics achievements were highly correlated. 
Mathematics and participation in non-academic school activities were negatively 
correlated only in girls and secondary students. 
Discussion 
Parents are the most important providers of support for adolescents' academic 
achievement. They are the only providers of support, even more than teachers, who 
have a direct and positive relation to language and mathematics achievement for the 
overall sample, as well as for the four sub-samples of girls and boys and of primary 
and secondary students. Parents, in this sense, are functioning as definers of their 
children's academic outcomes. These findings are in agreement with Steinberg et al. 
(1989) and Bronstein et al. (1996) who found that adolescents with warm, supportive, 
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and democratic parents are more likely to do better in schools. These results are also 
in agreement with Bemdt (1989) that adolescents perceived their parents as more 
supportive than their friends and teachers in regard to their adjustment to school and 
academic issues. Adolescents perceived their parents as supportive in the achievement 
of academic outcomes when parents are concerned about their children's outcomes. 
The expectation that parents' support to adolescents' school performance 
would be mediated by their children's personality was not supported in this study. 
Parents support their children's school achievement irrespective what kind of persons 
their children are. In providing support, parents are not oriented on adolescents' 
personality but on their personal goals as represented in their ideal self. Parents' 
support contributes to the definition of adolescents' personal goals and achievement 
orientation, thus explaining why a relation with adolescents' academic achievement 
through their ideal self was observed. The only sub-sample where perceived parents' 
support related positively to personality was in the secondary students group with 
Emotional Stability. Because adolescence for many youngsters is a stressful stage, 
parents' support can Function as protection against stress (Sandler et al., 1989), as 
help in adjustment to change ( Barrera, 1981), and as promoting children's health by 
buffering against stress (Gottlieb, 1987). Moreover, parents may also be modeling 
adequate behavior to their children. Parental empathy, - associated to parental 
warmth, parental involvement, and parental sensitivity to the child —, is considered as 
an important model for children's positive social response patterns and adaptive 
development and, hence, Emotional Stability (Deitch Feshbach, 1987). In this sense, 
empathie parents who sensitively respond to their children's emotional status are also 
modeling empathy that predicts emotional competence in their relations with peers 
(Bryant, 1987;Dehham, 1997). 
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Children develop the motivation to learn through general experience, 
modeling, communication of expectations, and direct instructions of significant others, 
especially parents and teachers. This can explain the association of parents' support 
to school achievement through adolescents' ideal self, in the overall sample and the 
sub-samples of girls and boys and primary students. Parents have strong influences on 
adolescents' educational aspirations and attainments. They stimulate their children's 
motivation to learn through clear definitions of supportive and meaningful learning 
contexts, as well as educational goals. They also induce motivation to learn through 
modeling, attitudes, communicating expectations, messages concerning the 
importance of knowing, achieving and learning values, and inducing curiosity, interest 
and enthusiasm to learn (Bandura et al., 1996; Brophy, 1987; Cohen, 1987; Papini et 
al., 1989; Trudewind et al., 1986; Wigfield & Eccles, 1992). This relation 
corroborates previous findings (Claux et al., submitted-a) that ideal self is working as 
a motivational force in this model. 
Parents contribute to adolescents' definition of their ideal-self as a personal 
goal. For primary students this may be true because of the rather heteronomous value 
system of these youngsters. In the sub-sample of secondary students the figure is 
different; the relation of parents' support to ideal self was not found. This result can 
be explained because adolescents become more autonomous from their parents as 
they get older and, as a consequence, they tend to define their own personal goals. 
Moreover, secondary students are more centered and dependent on their peers than 
on their parents. 
Supportive parents may contribute to the establishment of their children's 
healthy peer relations. In this study, parents' support was negatively related to peer 
rejection. Children of supportive parents run a lower risk of being rejected by their 
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classmates. Parents' modeling of social competence or their protective behavior may 
prevent their children from being abused or mistreated in their peer relations. In this 
sense, parents play an active role guiding their children and structuring the social 
markers that should be accepted, avoided or enacted in relation with peers. 
The relation of friends' support to academic performance was entirely 
mediated by personality. Only indirect and no direct relations of friends' support to 
school performance were found. As already mentioned, adolescents agreed that their 
parents, not their friends, have important influence over their school outcomes, at 
least not directly. Moreover, friendship relations are more centered on the other's 
personal characteristics (Precidano & Heller, 1983). Obtaining friends' support 
depends on personal characteristics of the individuals such as support seeking, social 
adjustment and Openness to experiences (Bemdt, 1989). All these characteristics can 
be associated to Extraversion, Agreeableness and Openness. The absent role of ideal 
self or sociometrie status as part of the mediation process suggests that friend support 
is part of the specific friendship and is unrelated to adolescents' ideal self or to the 
position of adolescents in their class. 
Gender differences in perceived friends' support was an important result of 
this study. In the sub-sample of girls, perceived friends' support was related only to 
Extraversion and Agreeableness whereas in the boys group it was associated to 
Extraversion, Emotional Stability, Openness, and directly with achievement in 
mathematics. Many researchers have found gender differences in friendship relations 
(Belle, 1989; Berenson, 1990; Bemdt, 1989; Haptup, 1992; MacDonald, 1996; 
Roberts et al, 1990; Tietjen, 1982). Boys usually show a tendency to share 
experiences, sensation seeking, plays, sports, and activities; this can explain the 
relation with Openness. Girls tend to have more exclusive, intimate, dyadic, and self-
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disclosing friendships. This can explains the association with Extraversion 
(communicative dimension) and Agreeableness (social dimension) in girls. 
Another important result was the complete absence of relations between 
friends' support and all the other predictors of school performance included in the 
model in primary students. This corroborates previous findings that friends' support 
changes with age. For young adolescents friends' relations are less important as 
support providers than in somewhat older adolescents. In sum, the different patterns 
of functions of friend support across boys and girls and primary and secondary school 
mark friend support as a rather flexible supporting factor. 
It was expected that perceived support from teachers would be indirectly 
related to school performance through Agreeableness, Conscientiousness, and 
Openness; it was assumed that teachers have an active role in structuring children's 
social behavior and working habits, as well as, stimulating their interest to know and 
explore. Results showed that teacher's support was indirectly related to participation 
in non-academic activities (not to language or mathematics achievement) through 
Conscientiousness but not through Openness (only in sub-sample of secondary 
students this relation is shown). This result, as well as the direct relation of teacher's 
support to participation in non-academic activities, is understood as the control 
teachers exert in deciding who of their students are able to participate in extra 
academic activities. Students with low Conscientiousness or low achievement are not 
recommended by teachers to participate in extra-academic activities even if they have 
the abilities and skills; whereas, students with high Conscientiousness or high 
achievement would be encouraged to participate in those activities. 
It was surprising that perceived teacher's support was not directly related to 
school achievement as was found for parents' support. The relation of teacher 
112 Chapter 4 
support with school performance was mediated by personality and by ideal self. In 
Peru, in the professional context of school psychology, it can be observed that 
underachievement or learning difficulties are usually blamed to children's personality. 
That is, if a child does not achieve it is because he or she is too extraverted or too 
little conscientious. The negative relation of teacher's support to Extraversion in 
secondary school can also be understood in terms of teachers' considering extraverted 
children as an obstacle for their teaching or classroom control. Among teachers, there 
is a lack of understanding achievement as a goal, as well as, the willingness to achieve 
culture. In this model, the observed relation between teacher's support and ideal self 
as directed towards personal goals supports the affirmation that teachers are more 
concerned about students' personal attributes than about their achievement goals. 
This result needs to be seriously studied and taken into account in teacher training 
programs. 
Corroborating previous findings (Costa & McCrae, 1992; Claux et al., 
submitted-a) Openness and Extraversion were related to school performance, that is, 
to language and mathematics achievement, as well as to participation in non-academic 
activities. Since open people are more curious and intellect oriented the relation of 
this factor to school performance can be understood as an openness to know and to 
think about things. Extraversion could be related to school achievement because of its 
high correlation to Openness, that is, extraverted people are more curious and open to 
experiences. Moreover, extraverted people are more communicative. It was also 
considered that extraverted people could elicit more attention from teachers and 
parents. In turn, positive attention and quality time could positively affect 
achievement. In secondary school, teacher's support was negatively related to 
Extraversion. This means that the hypothesis that teacher's attention could be the 
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cause of higher achievement is rejected. According to this model, results teachers are 
not giving more support to extraverted children but on the contrary to less extraverted 
students. This would support the explanation that communication skills developed by 
extraverted students could be considered as an important tool in achievement. 
Another explanation why Extraversion is related to achievement could be that 
extraverted people tend to be leaders and as leaders they are willing to achieve and do 
more than others are. 
Conscientiousness was related to mathematics achievement but only in the 
sub-sample of boys. This result can be explained by the gender differences found in 
previous studies (Orosan et al, 1992; Parsons et al, 1982) that were attributed to 
socialization. Teachers and parents have higher educational expectancies for boys 
than for girls; especially in mathematics, girls receive less instructions and 
explanations from their teachers. 
The relation of Agreeableness to school performance is mediated through low 
peer rejection, mainly for the sub-samples of girls and secondary students. Rejected 
children, are found to often have poorer academic outcomes, to show more 
irresponsible behaviors and lower levels of school adjustment than popular children 
(Wentzel, 1991; Wentzel and Asher, 1995). In the sub-sample of secondary students 
not only peer rejection is negative correlated to language and mathematics 
achievement but also peer acceptance. Older students are more concerned about their 
peer relations than about school outcomes (Juvonen et al, 1995). For them, 
popularity among peers seems incompatible with academic success. 
It may be concluded that parents are the most frequent and important 
providers of support in relation to motivation of school achievement. They are 
definers of their children's personal goals and achievement parameters. Parents also 
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play an active role in guiding, promoting and structuring healthy peer relations in their 
children. Moreover, friends and teacher support are more centered in students' 
personal attributes than in achievement goals. It should be noted, however, that 
support perceived from all three providers is highly interrelated. The distinguished 
paths between perceived support and school performance seem to be mutually 
supportive. 
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Chapter 5 
Adolescents' School Performance in relation to their Family Context, 
Interpersonal Support, Person Characteristics, and Sociometrie Status 
Trying to understand adolescents' academic performance requires insight into 
a complex set of personal characteristics and contextual features. Among the 
personal characteristics associated with school achievement, a distinction was made 
between personality and ideal self. Among the contextual features, relations in 
children's school classes, perceived interpersonal support, and environmental 
conditions of the family were examined. 
Personal characteristics 
Personality has been considered of central importance to academic outcomes. 
Among the Big-Five personality factors, that is, Extraversion, Agreeableness, 
Conscientiousness, Emotional Stability, and Openness, Conscientiousness as well as 
Openness, have been found to be associated with academic behavior. 
Conscientiousness is related to academic outcome in the sense that it characterizes the 
individual's working style, organization, diligence, hard working parameters, and will 
to achieve (Costa & McCrae, 1992; Digman, 1989; Gellath/, 1996). Moreover, 
Openness is an important predictor of creative imagination and perceptiveness in the 
acquisition of knowledge (Costa & McCrae, 1992). 
As well as personality, self-esteem and self-concept have been claimed to be of 
central importance for academic success (Chad, 1989; Harter, 1983; Reasoner, 1983). 
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However, research relating these concepts to academic achievement found little or 
contradictory results (Chadha, 1989; La Rosa, 1995; Maruyama, 1984; Streitmatter, 
1989). These contradictory results may be due to methodological as well as 
theoretical weaknesses. Self-esteem has been assessed through several measures. 
Some theorists (Block & Robins, 1993; cf. Moretti & Higgins, 1990; Pelham, 1995) 
proposed that self-esteem can be assessed most comprehensively through the 
comparison of the person's perceived actual personality with the perception of his or 
her ideal personality. 
In this study, adolescents have first described their actual personality on the 
Big-Five personality dimensions. Next, they described their ideal personality on the 
same Big-Five dimensions. The discrepancy of their actual and their ideal personality 
descriptions has been considered as an indicator of their aspirations for personal goals. 
It is presumed that the larger the discrepancy was, the higher their aspirations for their 
ideal self were (cf. Block & Robins, 1993). It was expected that their personal goals 
expressed in their ideal self would be associated with higher school achievement in 
language and mathematics, and to participation in non-academic school activities. 
Contextual features 
Adolescents experience different relations with different people in their social 
context. Group or peers relations are established in school and in their 
neighborhoods, and are distinguished from dyadic relationships. Peer relations have 
been found to have significant influences over school achievement and adjustment 
(Kindermann, 1993; Parker & Asher, 1993). Studies on sociometrie status have found 
that popular students tend to be higher achievers and more adjusted than rejected 
students who showed themselves as irresponsible with a poor academic profile (Coie 
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& Dodge, 1988; French, Conrad & Turner, 1995; Kindermann, 1993; Kupersmidt & 
Coie, 1990; Wentzel, 1991; Wentzel & Asher, 1995). Differences in peer relations 
across grade level have also been found. In this sense, in early adolescence, students 
are more concerned about popularity among their classmates than about any other 
school issue including academic success. In contrast, students in elementary school 
and, probably, also older adolescents tend to increase their peer approval also through 
their high effort and outcomes (Juvonen & Murdock, 1995; Claux et al., submitted-a). 
Adolescents, in their social contexts are also involved in interpersonal dyadic 
relationships. Interpersonal support experienced in dyadic relations is related not only 
to school achievement but also to adolescents' development in general. Adolescents 
are in the center of a relational network. Parents, best friends, and most liked 
teachers are among the most important or key partners in adolescents relationships, 
who each provide support that is specific for that relationship. Many authors have 
described the dimensions of support provided by the persons in those different types 
of relationships (Barrera & Ainlay, 1983; Belle, Dill, & Burr, 1991, Furman, 1988; 
Tietjen, 1989; van Lieshout & van Aken, 1995; van Lieshout, Cillessen, Haselager, in 
press; Vaux, Burda, & Stewart, 1986). Supportive persons, especially parents, best 
friends, and teachers, that are present in adolescents' social network, influence their 
educational attitudes and aspirations (Berndt, Miller, & Park, 1987; Cohen, 1987; 
Marjoribanks, 1990). In addition to those specific types of relational support, all 
relationships of an adolescent seem to have some common features. In each 
relationship, partners exchange information or knowledge, regulate each others' 
behavior, provide emotional support, and support or oppose each others strivings or 
goal orientations (cf. Kelley et al., 1983). Therefore, it may be expected that an 
adolescents perception of perceived support in each relationship concerns four 
118 Chapter 5 
provisional domains, i.e., the informational, the instrumental or behavior regulatory, 
the emotional, and the motivational or goal oriented domains (cf. Van Lieshout, 
Cillessen, & Haselager, in press). 
In the model proposed in this study it is expected, that perceived support from 
the four key providers, Le., fathers, mothers, best friends, and most liked teachers, on 
the four provisional domains mediates, together with personal characteristics and peer 
acceptance and peer rejection, between adolescents family context and school 
performance. For this study, the scores on the four provisions are aggregated per 
provider. Considering that there is a high concordance in the provisions of fathers and 
mothers, adolescents perceived support is also aggregated across both parents. 
Family context has been considered an important feature of adolescents' 
socio-cultural structure (cf. Hinde, 1997) in relation to academic accomplishment. 
Among them, several characteristics such as economic hardship, home educational 
orientation, family composition, and parents' involvement with school, have been 
studied. In relation to family economic status, some studies have shown that there are 
no direct associations between financial stress and behavioral outcomes such as 
academic achievement (Clark- Lempers, Lempers & NetusU, 1990). The economic 
hardship effects are mediated by the quality of family relationships and parents' 
emotional states (Conger, Conger, Elder, Lorenz, Simons, & Whitbeck, 1992). 
Perhaps this is because parents might attempt to protect their children not revealing to 
them the seriousness of their economic situation. Financial stress can be significantly 
attenuated at higher levels of support (interactive-buffering model) or can provoke an 
increase in the levels of support (additive stress-buffering model). Even though such 
parental buffering effects may exist, children from families suffering severe economic 
hardships often present high levels of school desertion; if they attend to school they 
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present nutritional disadvantages and lack of educational tools. Children's learning 
outcome may greatly be affected by the conditions under which they study. 
Patterson, Kupersmidt, and Vaden (1990) in a study about ethnicity, low 
income, and gender as strong predictors of achievement and children's competence 
found that although income contributed significantly in predicting achievement and 
peer relations, it was more associated to conduct problems mainly for boys. In this 
sense, children from low-income families had more behavioral problems. 
Chen, Lee and Stevenson (1996) in a cross-cultural study found that although 
achievement outcomes were significantly different in China, Japan, and the United 
States, parental educational and occupational status, in particular mothers' 
educational status, were significantly related to achievement in all three locations. In 
their path analyses they identified specific predictors of adolescents' achievement. 
The most consistent path in all three cultures was family socioeconomic status 
through child's cognitive abilities and achievement at first grade, to achievement at 
11th grade. The existence of family poverty does not coincide with lack of interest in 
academic achievement. Family processes such as support of education as well as 
educational aspirations for their children, influence positively children's achievement 
(Bronfenbrenner, 1986; Hunsacker, Frasier, King, Watts-Warren, Cramond, & Krisel, 
1997). 
Some contradictory results have been found regarding the family and school 
achievement. Family environment has been found to encourage children's will to 
learn but Smith (1990) found that the mere exposure to the family or children's 
spending time with parents, does not promote academic achievement. Family 
composition (family size, birth order, parents marital status, number of siblings, 
spacing between siblings, sibling gender, parents age, etc.), may affect school 
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performance not directly, but through the family processes and the quality of parent-
child relations (Bell & Avery, 1985; Dadds, 1987; Risman & Park, 1988; Widlak & 
Perrucci, 1988; Zimile&Lee, 1991). 
Parents' involvement in school activities is another important feature that 
improves students' achievement. Research shows that parents can play an important 
role in strengthening their children's education by participating in their learning and by 
reinforcing the efforts of teachers and schools (Rosenthal & Young Sawyers, 1996; 
WEAC, 1997). Reynolds (1991) found that parent involvement in school had modest 
effects on achievement but did significantly influence student's perceptions of 
instructional quality in science and mathematics. Parents seem to acquire a lot of 
information about their children through their activities in the school and particularly 
through their communication with other parents whose children attend the same 
school (Hofman, Hofman, Guidemond, & Dijkstra, 1995). 
In this study family educational orientation, family wealth, parents' 
involvement with school, and family composition have been considered as the family 
contextual variables that would have indirect effects over school performance through 
parents' and teacher's support. Family composition as well as parents' educational 
level, educational aspirations for their child and school involvement, will influence the 
quality of the support relation with their children. Parents and teachers will provide 
the informational as well as material resources that children would need for their 
school tasks. 
Structural model proposed in this study 
The model predicted in this study in summarized in Figure 1, where the set of 
relations between the studied variables is presented graphically. This model is based 
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upon previous models relating interpersonal support, personality, self and peer 
relations to school performance (Claux, submitted-a, -b). In this study it was assumed 
that all the family context variables, i.e., family education orientation, family wealth, 
parent's involvement with school, and family composition, were indirectly related to 
school performance, through interpersonal support, person characteristics, and 
sociometrie status in class groups as mediators. 














Figure 1. Theory-based model. Predicted relations between family context and school performance, 
mediated by interpersonal support, personality, ideal self, and sociometrie status. 
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Method 
Participants 
Participants were 220 Peruvian adolescents (120 boys, 100 girls) and their 
mother or father, or another primary caretaker (grandparent, sibling, uncle/aunt). The 
adolescents attended the 5й1 (N = 67) and 6th (N = 63) grades of primary school and 
the Is1 (N = 58) and 2 (N = 32) grades of secondary school. Mean age of the 
adolescents was 11 years and 10 months, SD = 1,24 range 10 to 17 years. Mean age 
of the mothers was 40 years and 0 moths (SD = 6,57; range from 27 to 58 years). 
Mean age of the fathers was 45 years and 2 months (SD = 7,92; range from 28 to 73 
years). Of the students, 80 were from low, 93 from middle, and 47 from high 
socioeconomic level schools. All selected schools were located in the same district of 
Santiago de Surco in Lima, Peru, and offered coeducation to boys and girls and had 
both primary and secondary programs. 
Measures 
Actual and Ideal Personality. Participants described their actual and ideal 
personality on the same Peruvian Spanish adaptation of Goldberg's (1992) 
Transparent Bipolar Adjectives Inventory. It consists of 35 bipolar Likert-type 5-
point rating scale items. Both poles were marked with two adjectives with opposite 
meaning (1 = Pole A very true: 5= Pole В very true, and 3 = Pole A and Pole В 
somewhat true). In presenting the items, they were systematically grouped in sets of 
seven items in accordance to the "Big Five" personality factors as suggested by 
Goldberg (1992), but without the label describing the factor. In agreement with 
Goldberg's suggestions, the most desirable pole was on the right side and the least 
desirable pole on the left side. Exploratory forced 8-, 7-, 6-, 5-, and 4-factor principle 
Adolescents School Performance 123 
component analyses with varimax rotation confirmed the Big-Five factor solution. 
Reliability coefficients of the scales based on the 5-factor solution were 0,73, 0,63, 
0,74, 0,53, and 0,60 for Extraversion, Agreeableness, Conscientiousness, Emotional 
Stability, and Openness, respectively, for the actual personality description, and 0,76, 
0,64, 0,79, 0,37, and 0,60 for the ideal personality description. One item ('practical-
impractical') was eliminated from the conscientiousness factor because of its low 
loading and because of the problems adolescents had in understanding its meaning. 
Scores for each personality dimension were computed by averaging the item scores 
per scale. 
Ideal Self. This measure was computed subtracting each scale score of the 
actual personality description from its similar in the ideal personality description. The 
sum of the resulting five discrepancy scores was the total ideal-self score. The larger 
the discrepancy between actual and ideal personality description, the higher the 
personal goals and aspirations are that students set to themselves. 
Interpersonal support. An interpersonal support questionnaire was 
constructed based on the format used by Furman and Buhrmester (1985) in their 
Network Relationship Inventory. The questionnaire consisted of three parts. Part I, 
assessed the student's relational network size through eight questions regarding the 
persons (parents, relatives, and others) with whom the student lives, the number of 
siblings and the presence of a best friend. Part II included seven questions, assessing 
who are the most and the least significant persons in the student's relational network, 
i.e., the most and least liked relative, the most and least liked sibling, the best friend 
and least liked friend, and the most liked teacher. Part III, assessed the students' 
perceived support from each of nine sources of support in their network, that is, 
(step) mother, (step) father, the most and least liked relative, the most and least liked 
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sibling, the most and least liked friend, and the teacher. Perceived support assessed in 
part III, was measured on 37 4-point Likert type scales (1 = Totally disagreed, 2 = 
Moderately disagreed, 3 = Moderately agreed, and 4 = Totally agreed), for each of 
the nine sources of support. It represented four domains of informational (9 items), 
instrumental or behavior regulating (5 items), emotional (19 items), and motivational 
(4 items) support. 
Principal component analyses with varimax rotation on the four scales of the 
nine providers of support revealed that mothers' and fathers' scores loaded always 
together on the same factor and were clearly distinguished from the most-liked 
(including teachers) and from the least-liked network members. Therefore, an 
average total score was computed across the four scales of both parents. Moreover, 
for the purpose of the study only three sources of support were included in further 
analyses, that is, parents (mothers and fathers together), best friend and most liked 
teacher. The alpha coefficient for the four domains of support was 0,89 for parents; 
0,87 for the most-liked friend; and 0,88 for the most liked teacher. 
Next, the four scale scores of each domain were factor analyzed, separately 
for each of the three providers, i.e., parents, most-liked friend, and teacher. In all 
instances, the principal component varimax-rotated factor analysis revealed one single 
factor only. Therefore, the four domain scores for each of the three providers were 
averaged. 
Sociometrie Status. Students were presented with a list of all classmates. 
They were asked to nominate two classmates for each of the two questions, who they 
liked most (peer acceptance) and who they disliked most (peer rejection). Students' 
raw scores per item, i.e., the sum of all nominations received, were transformed into 
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probability scores (g-scores) per class using the binomial distribution, in order to 
adjust for different numbers of nominations in the classes. 
Family Context. This questionnaire was filled out by a parent or by another 
care-taking relative of the students participating in the study. This questionnaire 
included 18 questions regarding the family context and involvement of parents in 
school activities. Based on the information obtained from a principal component 
analyses with varimax rotation on these 18 items, four family context variables were 
constructed and used in further analyses. Educational orientation of the family (3 
items), included parents' educational level (9-point scale), parents' educational 
aspirations for the target child (5-point scale), and educational and informational 
resources at home such as a daily newspaper, atlas, books, magazines, encyclopedia, 
etc. (5-point scale), family wealth (3 items), included family income level (4-point 
scale), socioeconomic level of the target adolescent's school (3-point scale), and 
availability of material resources at home related to education (i.e., a typewriter, 
calculator, computer, and a place where the target child could study) (4-point scale). 
Family composition (4 items) consisted of the number of children at home (5-point 
scale), parents' ages (average age of both parents in years), other relatives living in 
the family home (2-point scale), and complete family (2-point scale). Barents' school 
involvement (2 items) included number of hours parents volunteered to do any work 
at school (5-point scale), and number of school events parents have attended in the 
past year (4-point scale). Cronbach's alpha reliability for family educational 
orientation was 0,68, for family wealth was 0,82, and for parents involvement with 
school activities was 0,55. Cronbach's alpha could not be computed for family 
composition. Scores for the family context variables were computed in two steps. 
First, per item the raw scores were standardized. Next, for each of the four family 
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context variables the sum of the item scores was standardized. These scores were 
used in further analyses. 
School Performance. School performance contained assessment of academic 
achievement as well as participation in non-academic activities in school. 
Language and Mathematics Test Achievement. Achievement tests were 
constructed for the purpose of this research. The test contents were determined in 
accordance with the Official Peruvian School Program of 1992, for each of the two 
subject matters, and for each of the four grade levels under study. Items covered a 
representative selection of the program objectives of the previous grade for language 
and mathematics. That is, 5th grade students answered the tests constructed on the 
basis of 4th grade contents objectives, 6th grade students answered tests on the basis 
of the 5th grade contents, and so on. 
An initial version of these tests was administered in a pilot study on a sample 
of 64 students. Results of the pilot study helped in the selection of items for the final 
version of the tests as well as in determining the time limit for each tests, that is, 15 
minutes for the language test and 25 minutes for the mathematics test. 
After item analyses, the language tests were reduced from 25-26 to 22-24 
multiple choice items that evaluated reading comprehension, spelling, use of 
dictionary, use of punctuation and expression marks, vocabulary, and basic grammar. 
Mathematics tests were reduced from 25-26 to 18-23 multiple choice items that 
evaluated areas such as sets, numerals, basic computational operations (addition, 
subtraction, multiplication and division), addition and multiplication properties, 
measurements, less than and greater than, word problems, fractions, and basic 
geometry. Reliability coefficients (Cronbach's alpha) for language tests for grades 5 
(primary school) to 2 (secondary school) were 0,82, 0,87, 0,84 0,80, respectively. For 
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the mathematics tests they were 0,72, 0,75, 0,81, and 0.78, respectively. Raw test 
scores (i.e., all the items passed) were standardized for each of the four grade levels. 
Participation in Non-academic School Activities. Students rated their 
participation in non-academic school activities on eight 4-point Likert-type items 
regarding sports, art, theater, choir, band, social activities organization, journalism, 
and other (4 = Participate much, 3 = Participate, 2 = Participate little, and 1 = Do not 
participate). Principal component analysis with varimax rotation extracted only one 
factor. Therefore, a single total score for Participation was obtained. The reliability 
coefficient (Cronbach's alpha) was 0,68. 
Procedure 
The District of Santiago de Surco in Lima was selected as the site of the 
study, because of its large and heterogeneous universe of schools. After selecting all 
the coeducational schools that had a student population larger than 500 and that had 
both primary and secondary programs, a list schools resulted ranked according to 
number of students. Out of them nine schools were selected, three from each 
socioeconomic level (3 out of 5 low socioeconomic level, 3 out of 10 middle 
socioeconomic level and 3 out of 4 high socioeconomic level schools). All low 
socioeconomic level schools were public schools while all middle and high 
socioeconomic level schools were private schools. Two high socioeconomic level 
schools refused to participate so a new one of the same type was selected to replace 
them; this reduced the total number of participating schools to eight. From each 
selected school, one classroom from each school grade (i.e., 5 andò' of the primary 
schools and 1st and 2nd of the secondary schools) was randomly selected, except for 
one of the high socioeconomic level schools where two classrooms for each grade 
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were selected. In summary, the sample of students was extracted from 36 classrooms 
in 8 schools (3 low, 3 middle and 2 high socioeconomic level schools). 
After the selection of schools, a schedule for assessment sessions was 
established in agreement with all school directors. Letters were sent to all 
participants' parents explaining the purpose of the study and asking their consent for 
their children's participation in the study; none of them refused to participate. 
Participants answered anonymously to all instruments. Two assessment sessions were 
programmed for each school. In the first session, the actual and ideal personality self-
description were given (Transparent Bipolar Adjective Inventory). In the second 
session, the students completed the language and mathematics achievement tests, the 
peer nomination questionnaire, and the ratings regarding their participation in non-
academic school activities. Only the achievement tests had fixed time limit, 15 
minutes for language and 25 minutes for mathematics. 
Design of Data Analysis 
After data collection was finished the predicted model was tested through 
LISREL path analysis (Jöreskog & Sörbom, 1989) for the total sample. The obtained 
fitted model was subsequently tested for four sub-samples, that is, boys and girls, and 
primary and secondary school levels. 
Results 
The theory based predicted model was empirically tested with LISREL path 
analysis. The empirical model included only observed or manifest variables. The 
correlation matrix to be analyzed is shown in table 6 in the Appendix. This model 
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resulted to be non-fitted (χ (84, N = 220) = 280,43, (Ρ = 0,0)). According to the 
modification indices the model was adjusted until resulted fit. The fitting model 
showed an overall χ 2 (69, N = 220) = 73,85 (Ρ = 0,32). A significant difference was 
found between the predicted theory-based model and the empirical fitting model, Δχ 
(15, N = 220) = 206,58 (Ρ = 0,00). The results of the LISREL path analysis for the 
empirical model are presented graphically in Figure 2. 








Figure 2. Empirical model. Results of the LISREL path analysis. Goodness of fit statistics were 
χ2 (69, N = 220) = 73,85 (Ρ = 0,32); GFl = 0,96; NFI = 0,94; NNFI = 0,99. 
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Results showed that family context variables were directly as well as indirectly 
related to school performance, although only indirect relations were predicted. The 
direct paths were shown by education orientation and family wealth contexts to 
language and mathematics achievement and by family composition to participation in 
non-academic school performance. 
There were indirect and positive paths from the family's educational 
orientation to language achievement through parents' support and, then, through ideal 
self. Parents' support was also related positively to emotional stability, however, and, 
in turn, Emotional Stability was related negatively to ideal self. 
Family wealth showed several indirect paths to school performance since it 
was positively related to all three-support providers included in this study. One path 
was, through parents' support, to language achievement. A second path was 
positively through parents' support, positively through Emotional Stability, negatively 
to ideal self and then positively to language achievement. A third path was through 
friends' support to extraversion in a positive direction, and, then, negatively from 
Extraversion to ideal self that was positively related to language achievement. A 
fourth path was a positive relation all through teacher's support to Openness and, in 
turn, Openness to participation in non-academic school activities. A fifth path was a 
positively all through teacher's support, Conscientiousness, and, then, to one of two 
paths, to participation in non-academic school activities in a positive direction or 
negatively to ideal self and, then, positively to language achievement. 
Parents' involvement with school showed an indirect and positive path to 
language achievement through parents' support. 
Educational orientation and wealth context also showed indirect paths to 
group relations. A positive path from educational orientation and wealth contexts 
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through parents' support and then to Emotional Stability was found; continuing the 
path, Emotional Stability was positively related to peer rejection. From family wealth 
two paths bifurcate; one was a positive path through friends' support and then a 
negative relation to peer acceptance and the other one was negatively through 
Emotional Stability and, then, to peer rejection in a positive direction. Educational 
orientation and parents' involvement with school also showed a direct and negative 
relation to peer rejection. 
Educational orientation showed to be highly correlated to wealth and also, but 
to lesser degrees, to parents' involvement with school and to family composition. 
Family wealth showed also to be correlated to family composition. 
Discussion 
In this study it was expected that parents' and teacher's support as well as 
person characteristics and group relations would act as mediators between family 
context variables and school performance. The direct relations of family context to 
school achievement were not predicted. However, in this model the educational 
orientation of the family as well as its wealth directly and positively predicted 
language and mathematics achievements to a substantial degree. The better the 
economic and educational context of the family is, the more opportunity children have 
to access higher quality education. That is, they go to better schools, acquire more 
information through books, encyclopedias and documentation as well as through the 
level of communication within the family, have better nutritional conditions, etc. In 
addition, parents' educational level and educational aspirations for the target child 
may influence school achievement in a positive direction. Moreover, the wealthier the 
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family, the higher the level of education is as well as the aspirations of the parents. 
The high correlation between wealth and the educational orientation of the family 
support these conclusions. 
It is surprising that the wealth of the family not only affects adolescents' 
perceived support from parents and teachers, but is also positively related to the 
perceived support from their best friends. Adolescents living in wealthier families say 
to receive more support from parents, most liked teachers, and best friends. In 
reverse, adolescents from families with economic hardship indicate to receive lower 
support from all support providers. In these families, parents may be so worried 
about those concerns that they may disregard their adolescents' developmental needs. 
Higher perceived support from teachers may be related to teachers' orientation on 
norms and values of middle and higher class families. The association between family 
wealth and perceived support from best friends is less easy to explain. 
The high direct associations of family wealth and educational orientation with 
school achievement of the children must also be considered in the context of the social 
and economic changes in Peru at the time the data was collected. In the early nineties, 
Peruvian economy changed drastically and became much more liberal. As a 
consequence, there was a tremendous inflation and the major concerns for the 
majority of the population was economic issues. Also competition became 
increasingly part of personal interactions. In this context it is understandable that 
wealth would be related to adolescents' interpersonal perceived support. 
Another direct, but negative relation from the family context with school 
performance concerned family composition with children's participation in non-
academic school activities, in a negative direction. That is, children from more mature 
two-parent families with additional relatives in the home participated more in non-
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academic school activities. An explanation for this result could be that parents with 
larger and mature families could rely on other family members to take care of their 
children. In contrast, parents who do not have other persons to take care of their 
children at home, tend to involve them in non-curricular activities at school. Another 
explanation could be that the larger the family, especially a larger number of children 
at home, the fewer possibilities parents have to facilitate the extra-curricular activities 
of all their children. Under such circumstance, they will not encourage their children 
to participate in other activities besides the ones that are part of the regular 
curriculum. 
Among the salient indirect relations, one path was found from the family 
context, i.e., educational orientation, family wealth, and parents' involvement in 
school, to language achievement through ideal self as a mediator and a second path 
through parental support as a mediator. In a larger sample (Claux et al., submitted-b), 
perceived parental support and ideal self were associated with language achievement 
in a single path. In families with higher educational aspirations, parents apparently 
more effectively support their children and foster their children's ideal self as a 
personal goal, which is associated with higher language achievement. This indirect 
path is referred to as the level of verbal communication of the family, and particularly 
represents the informational quality of verbal communications about family standards 
and personal goals and is also expressed in higher language competence of the 
children at school. The higher level of verbal competence shown in this path may also 
explain that it is restricted to language achievement and is unrelated to mathematics 
and participation in extra-curricular activities. 
Another salient indirect path from the family context variables to language 
achievement ran via parental support, through emotional stability and ideal self, and 
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then to language achievement. Educational orientation and wealth of the family as 
well as parents' involvement in school are associated with parents' support to their 
children, which provides emotional security to the children. Children with high 
Emotional Stability feel more secure and at ease with themselves and have personal 
goals and an ideal self, that are in accordance with their actual personality, whereas 
the children with lower emotional stability would want to be different. Children with 
a higher ideal self have better language achievements. This indirect path is called the 
emotionally secure path. In this sense, the negative relation of emotional stability to 
ideal self and the subsequent positive relation of ideal self to language achievement 
are easily to understand. 
Parents who are more involved with their children's school may be more 
supportive and more interested in their children's education and hence affect 
achievement. In addition, when parents participate in school events they get to know 
and communicate with other parents and probably establish new relations with them. 
These new connections can have an influence on their own educational aspirations for 
their children but may also promote competent peer relations. This could explain the 
negative path from parent's involvement with school to peer rejection. The more 
involved parents are with the school, the lower is the chance that their child will be 
rejected. 
Wealth of the family and none of the other family context variables connects 
perceived support from teachers via Conscientiousness and ideal self with language 
achievement. As was found in a previous study (Claux et al., submitted-b), students 
who are responsible, willing to achieve and task oriented report higher perceived 
support from teachers. These students are self-confident and have low discrepancy 
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between their actual and ideal personality description. When they have a higher ideal 
self, they have higher language competence. 
The single path between family context and students' participation in school 
activities connects family wealth via perceived support from teachers through both 
Conscientiousness and Openness with students' participation in school activities. 
Students from more affluent families, who are reliable and task oriented and who 
reveal more imagination, creativity, and fantasy experience more support from 
teachers and participate more often in extra-curricular activities. 
One indirect path involving perceived support from friends connects family 
wealth through friend support via Extraversion and ideal self with language 
achievement. More extraverted or sociable adolescents from more affluent families, 
who perceive more support from friends and who are self-confident reveal higher 
language achievement in school. 
Finally, some paths that were expected to be associated with higher school 
achievement did not have such an effect. In particular, paths leading to peer 
acceptance and rejection never end in higher or lower school performance. Also some 
predictions of peer competence are unexpected and hard to explain, whereas others 
are well understood. For example, the prediction of lower peer acceptance from 
higher perceived support from best friends is hard to explain. The relation between 
high Emotional Stability and higher peer rejection is concordant with Olweus' (1992) 
ideas that rejected children report higher self-confidence. The higher the educational 
context of the family the more concern parents may have about their children's peer 
relations. Parents support, as encountered in a previous study (Claux et al. submitted 
b), may protect their child from negative peer relations. Parents may be acting as 
definers of their children's relations. 
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Chapter 6 
General Discussion 
The general purpose of this research was to propose and examine the 
taxonomy of paths from adolescents' family background to school performance. For 
that purpose a complex set of person and context variables that would explain school 
performance in a Peruvian adolescent sample were studied. As person characteristics, 
personality and ideal self were taken into account, whereas peer acceptance and peer 
rejection, interpersonal support, and family context were considered as contextual 
variables. Three interrelated models were empirically tested. The first model 
emphasized the association between personality and school achievement through ideal 
self and peer relations as mediator variables. The second model added a new set of 
variables to the first model, that is, students' perceived support from parents, best 
friend, and most liked teacher, keeping personality characteristics, ideal self, and peer 
relations as mediator variables between interpersonal support and school 
performance. Finally, in the third model family context variables were added (i.e., 
educational orientation, family wealth, parents' involvement with school, and family 
composition) to the prediction of school performance, maintaining interpersonal 
support, personality, ideal self, and peer relations as mediator variables. 
In this chapter the results of the three empirical models will be discussed. The 
identified paths in all models were a combination of direct and indirect predictions of 
school performance. Major paths were salient not only because of the total variance 
explained in the model but also because of their theoretical importance, and their 
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consistency across models and across sub-samples of boys and girls and students of 
primary and secondary schools. Within these major paths, more specific routes added 
more detail, specificity, and theoretical refinement to the predictive quality of the 
major paths. It is further important to mention that paths and routes were not always 
totally independent; in many ways, they have shared connections to school 
performance. 
The Taxonomy of Paths 
Four major paths were detected that fulfilled the five criteria that were 
considered essential for the identification of a path. First, each major path concerned 
at least one of the major sets of variables deemed essential in predicting adolescents' 
school performance. Second, within each major path several routes were detected that 
linked one or more other predictors to the major path. The existence of routes 
supported the central role of the major set of predictor variables as the key connection 
in the path, in its prediction of school performance. Moreover, routes revealed the 
interconnection of the four major paths in predicting adolescent school performance. 
Third, each path uncovered a major process to be represented by the set of variables 
that qualified the path. Fourth, each path predicted an essential and unique part of the 
variance in predicting adolescents' school performance. Fifth, each path should enable 
in general the prediction of all three domains of adolescent school performance 
distinguished in this study or predicted one or two domains of school performance in 
particular. That is, the prediction should be generalized across language achievement, 
mathematics achievement, and non-academic school performance or specifically 
concern one or two of these three domains of performance in particular. 
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The four major paths were the following. The first major path represents the 
ideal self as the single central variable in the prediction of language and mathematics 
achievement. This path specifically concerned school achievement and was unrelated 
to non-academic performance. This path was denominated as the Path of Motivation. 
Adolescents' personal goal orientation on academic school achievement seemed to be 
the central process in this path and explained the interconnections of several routes 
within this path. A second path identified personality characteristics as the central set 
of variables in predicting school performance. Depending on the personality 
dimensions involved, various domains of school performance were predicted. This 
path was dubbed the Path of Personal Orientation. As a central process, this second 
path also concerned adolescents' motivational orientations. In this case, however, 
motivations less clearly concerned a single generalized personal goal and varied 
according to the personality characteristics and domains of school performance 
involved. Also, several routes within this path revealed the variety of personal 
orientations. The third path was called the Path of Support because of the central role 
of processes related to interpersonal support in this path and in its routes. Depending 
on the persons and related routes involved in the interpersonal support, such as 
parents, friends, or teacher, various domains of school performance were predicted 
through this path. The fourth path refers to the role of the students' peer relations and 
was named the Path of Peer Relations. This path and its routes, in particular, signaled 
the hazards or risks involved in achieving language and mathematics achievement for 
adolescents who were rejected by peers. Their problems in peer relations associated 
with peer rejection predicted low school achievement, while adapted peer relations, as 
revealed in peer acceptance, were unrelated with adolescents' school achievement 
except for secondary students. 
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In addition to these four major paths, a number of direct relations were found 
between variables in adolescents' family context and their school performance. For 
example, relations were found from the educational orientation of the family as well 
as from family wealth to language and mathematics achievement and from the family 
composition to participation in non-academic activities. In this study, these direct 
intermediate processes did not further qualify relations. Therefore, the theoretical 
meaning of these relations could not further be detected. It should be kept in mind, 
however, that such direct relations exist and explain substantial amounts of variance in 
the prediction of school performance. 
The Path of Motivation 
The Path of Motivation was a salient and generalized path in all three models. 
This path integrates all routes that went through ideal self to language and 
mathematics achievement. This path was named Path of Motivation because the ideal 
self motivates the achievement of high school performance as a generalized personal 
goal. That is, students with a higher ideal self or a larger discrepancy between their 
actual and ideal personality aim at higher school achievements. Students' ideal self is 
very much generalized and comprehensively includes almost all domains of a student's 
personality. This ideal self is related to attainment of high standards of excellence in 
both domains of language and mathematics. These domains also were chosen in this 
study to represent school achievement in general. In this path, ideal-self was 
negatively predicted by four of the five dimensions of personality; the fifth dimension, 
Openness, was unrelated with ideal self. The negative prediction indicates, that 
adolescents who score high on these four personality dimensions have a smaller 
discrepancy between their actual and ideal personality, that is, their desired possible 
General Discussion 141 
self is very much within reach and attainable. Adolescents scoring high on all four 
personality domains reveal a resilient personality. They are socially and intellectually 
well adapted and high-achieving individuals (cf. Robins, John, Caspi, Moffitt, & 
Stouthamer-Loeber, 1996; van Lieshout, Haselager, Riksen-Walraven, & van Aken, 
1995). This path also reveals, however, that adolescent with relatively low personality 
scores but relatively high ideal selves also achieve higher in language and 
mathematics. The highest contribution of Conscientiousness in predicting ideal self, 
compared to the other personality dimensions, also emphasizes the generalized 
motivational character of this path. As a personality characteristic, Conscientiousness 
represents a person's will to achieve (Digman, 1989) and an ethos of industriousness 
and conscientious responsibility. 
Some of the LISREL modification indices implied possible feedback loops 
from achievement to ideal self. In addition to these empirical indications, there are 
also theoretical arguments for effects in both directions, that is from ideal self to 
achievement and from achievement back to ideal self (Helmke & van Aken, 1995). 
School achievement is an important functional domain for many adolescents. 
Anticipation of success or the threat of failure in this domain may have a substantial 
contribution to their ideal self and thereby also affect their personality. Through the 
quality of their achievements, students may gain a sense of efficacy and personal 
competence (White, 1959). 
An alternative explanation for the relation between personality and ideal self in 
this path may consist of the psychometric dependency of both variables. Because 
actual personality scores are also part of the discrepancy scores, an artifact might be 
suggested as an explanation for the relation between personality and ideal self. This 
argument was discarded, however, because the contribution of each personality factor 
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to the single total discrepancy score is low. In computing the single discrepancy score 
the effects of all five factors are low. Besides, there is no reason to expect that the 
relation might be unequivocally negative for the four dimensions while such a relation 
would be absent with Openness. Therefore, it was assumed that both variables, i.e. 
personality and ideal self, are independent. 
Routes of Motivational Support. Adolescents' perceived support is an 
important set of predictors that is linked to the Path of Motivation. Parents and 
teacher's support went directly and positively via ideal self to language and 
mathematics achievement. Friend's support was connected with ideal self via the three 
personality dimensions Extraversion, Agreeableness, and Emotional Stability (see 
Figure 1). The Route of Parents' Motivational Support refers to the role parents play 
as models and definers of their children's personal and achievement goals. Parents 
who are perceived as supportive are supposed to facilitate their children's aspirations 
and attainments. Children's school achievements are an important goal for parents. 
Previous findings support these results (Bemdt, 1989; Cohen, 1987; Cutrona et al., 
1994; Dornbusch et al., 1987; Hess et al., 1984; Marjoribanks, 1990; Steinberg et al., 
1989). For adolescents in secondary school, parents' motivational support affects 
school achievement via Emotional Stability. For a number of adolescents and parents, 
early adolescence can be seen as a stage of stressful personal change (cf. Petersen, 
1988). The majority of early adolescents perceive parents as the primary protectors 
against stress, as promoters of psychological well being, and as helpers in adjustment 
to change (Barrera, 1981; Gottlieb, 1987; Sandler et al., 1989; Schölte, in press). 
When adolescents accurately perceive and accept their parents' provisions of support, 
parents act as a central source for adolescents in internalizing personal norms and 
achievement goals (Grusec & Goodnow, 1994). On the other hand, a minority of 
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adolescents perceive their parents as less supportive and evaluate themselves as less 
emotionally stable (Schölte, in press). Even these adolescents, however, may achieve 
well in school if they have a high ideal self. 
Parents' educational level, as well as family wealth, is also linked to the Route 
of Parents' Motivational Support. This route runs via perceived support from parents, 
Emotional Stability, and ideal self to school achievement. The educational context of 
the family, determined by the educational level of the parents, their educational 
aspirations for their children well as educational and informational resources in the 
family, contribute to the enhancement the student's ideal self. Higher educated parents 
with higher educational aspirations for their children tend to motivate their children 
towards higher attainable goals. Since education and wealth were highly correlated, 
family wealth also contributes to this route. These parents may have the skills, 
knowledge, and means and will be prepared to use such provisions for the 
enhancement of their children's motivation and academic success. 
Route of Teachers' Motivational Support. Teachers' support is also linked to 
adolescents' educational achievement (Marjoribanks, 1990) in clarifying classroom 
goals (White & Kistner, 1992), and in academic success expectations (Corenblum et 
al., 1997). Perceived support from teachers was associated with language and 
mathematics achievement directly via ideal self, as well as indirectly via the 
personality dimensions Extraversion, Agreeableness, and, in particular, 
Conscientiousness, but not via Emotional Stability. This route clarifies teachers' active 
and multifaceted role in enabling adolescents to achieve in school. The diversification 
of this route for boys and girls and for primary and secondary schools illustrates 
teacher's sensitivity for different needs of both genders and for adolescents at 
different levels of education. For example, more agreeable boys as well as more 
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conscientious boys and girls are more involved in this route. In primary school, the 
route involving teacher support is typical for more conscientious children, while more 
extraverted and more agreeable secondary students benefit more from their teachers' 
support on this route. As a further variable, family wealth is linked to this route. More 
affluent families may enroll their children in schools where teachers are more 
supportive or, in reverse, teachers may be more supportive to children coming from 
more affluent families. This result should be considered in the wider context of the 
Peruvian school system and in teacher training programs. 
Route of Friends' Motivational Support. In this route, the personality factors 
Extraversion, Agreeableness, and Emotional Stability mediated between perceived 
support from friends and adolescents' ideal self and achievement in school. The 
provision of social support is one of the main functions of same-sex friends in 
adolescence, even for those adolescents who experience low support from their 
parents. Up to approximately 10% of adolescents have no best friend and miss this 
type of support. These adolescents are mostly introverted, less agreeable, and less 
emotionally stable individuals (Bukowski, Newcomb, & Hartup, 1996; Hartup, 1996; 
Schölte, in press). The findings of this study are in agreement with these studies, 
revealing that individual differences in perceived support from friends are also related 
with adolescents' ideal self and school achievement. As those other studies, this 
Peruvian study can not answer the question whether best friends are an essential 
necessity for student achievement in school. The question remains whether best 
friends just facilitate a higher ideal self and higher school achievement or whether they 
are an essential commodity for high school achievement (Hartup, 1996). 
In conclusion, adolescents' generalized motivation to achieve academic 
accomplishments is detailed to a large degree in the Path of Motivation and its routes. 
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These results are not only relevant for our understanding of the background of 
adolescents' school achievement but also for enhancing adolescents' school 
achievement and for teacher training. These findings are also relevant for further study 
of adolescents' personal goals in relation to their achievement and perspectives in 
Peruvian society. 
The Path of Personal Orientation 
The Path of Personal Orientation refers to the processes through which 
personality characteristics orient students on school performance. This major path is 
diversified according to the personality characteristics involved and their relations 
with more general or more specific aspects of school performance. Within this major 
path three salient routes have been identified (see Figure 2). The first one, the Route 
of Communication, involves Extraversion. It has been named Route of 
Communication because of its association with verbal communication. Previous 
research findings confirmed that language and communicational skills are components 
of verbal participation in classroom as well as of higher scores on a variety of 
language tests (Evans, 1996). This Route of Communication was particularly 
manifest in the sub-sample of girls, who tend to have higher language competence 
than boys (cf. Maccoby & Jacklin, 1974). More extraverted students tend to be more 
communicative and, hence, to enhance the exchange of qualitative information 
between them and their providers of support. As a consequence not only their 
communication skills and competence in school will improve, but also their 
knowledge about behavioral norms and social relations. This may explain the 
extension of this route not only to language achievement but also to mathematics as 
well as to participation in non-academic school activities. Students with more 
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advanced communication skills may be better able to understand and communicate 
about mathematical problems. Students with better communication skills may achieve 
more, but, in turn, students with higher language competence may develop more 
advanced communication skills. The link of this route with perceived friend and 
teacher support corroborates the important role of communication skills in adolescent 
relations. Perceived support from friends is higher for more extraverted adolescents 
who are more talkative, active, energetic, sociable, and adventurous. Extraverted 
adolescents may elicit more support from friends. The perceived support from 
teachers is negatively related with this route. If students are highly extraverted, they 
may elicit less support from teachers because they may be considered as too 
disruptive. Hence, teachers may not be trained to take advantage of extraverted 
children's communication skills for educational purposes. Instead they prefer them to 
stay quiet and inactive and, thus, avoid interruptions. 
The second route is the Route of Effort, which connects Conscientiousness 
with school performance. This route represents students' orientation on the 
attainment of standards of excellence. In previous studies, Conscientiousness has been 
associated to the will to achieve and to diligence in academic domains (Digman, 1989; 
Graziano & Ward, 1992; Costa & McCrae, 1992). In this study, this route was 
especially associated with mathematics achievement and participation in non-academic 
activities. Success in mathematics requires an organized, practical approach, and 
careful attention for proper procedures. The Route of Effort was not generalized 
across school levels or gender, and was particularly found in secondary schools and in 
boys. Teachers and parents expect boys to achieve better than girls in mathematics 
(Parson et al., 1982; Shaffer, 1994). The association of this route with students' 
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perceived support from teachers supports this expectation. Moreover students who 
aspire to reach their standards of excellence and who are organized and reliable 
achieve more and are highly appreciated for participation in non-academic activities in 
school. Here too, teachers' support is an important feature. Teachers highly 
appreciate students' efforts, not only in school achievement but also in extra-
curricular activities in school adolescents 
The third route of personal orientation concerns the Route of Flexible 
Engagement, which connects Openness to school performance. This route concerns 
students' personal characteristics such as openness to experience, creativity, fantasy, 
imagination, and curiosity that inspire them to explore different activities and 
interests. Openness is associated with language and participation in non-academic 
activities, but, in a transitional loop, more curious and more imaginative students may 
read more and may have more access to information and, thus, enhance their 
Openness. Friends and teachers' support is also linked to this route. Sharing 
experiences in this route is a specific feature of friendships in boys (cf. Hartup, 1996). 
Boys with more imagination, flexibility, and creativity more easily get involved with 
similar activities and experiences with friends. Teachers' support is specifically linked 
to this route in secondary school. Teachers seem to be specifically supportive for 
students in secondary school who are more open to new experiences. A further link of 
this route was found with family wealth through perceived teacher support, 
particularly in connection with students' non-academic school activities. Affluent 
families may have more opportunities to afford their children's participation in non-
academic activities and at the same time to stimulate teachers to encourage more open 
students to actively participate in those activities. 
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It may be concluded that although three major personal orientation paths have 
been identified corroborating previous findings, it resulted not as generalized as it was 
predicted. The clear distinction between boys and girls needs to be further 
investigated, as well as the differences between primary and secondary students. A 
remaining question in this path of personal orientation was, why adolescents 
perception of parents' support is absent in this path? 
The Path of Support 
The Path of Support was the name given to the routes that went from 
perceived support to school performance (see Figure 3). The Route of Parents' 
Support describes the most salient direct link between perceived support from parents 
and adolescents to language and mathematics achievement. For parents, children's 
achievement in school is an important issue. In general, they tend to provide all the 
help and instruments needed to facilitate their children's success in school. In this 
sense, the link of this route with the higher educational orientation of the family as 
well as family wealth is fully understandable. Such facilities seem essential for parents 
to supply their children with the necessary knowledge and skills, as well as the 
material means to attain their educational goals (Bronfenbrenner, 1986; Cutrona et al., 
1994; Dubow et al., 1991; Grolnick & Ryan, 1989; Snowgrass, 1991). Adolescents' 
personality seems to be of no relevance for the Route of Parents' Support. Parents act 
as providers of support for their children's academic achievement irrespective of their 
children's personality configuration. Parents' involvement with school activities may 
result in an increase of parents' knowledge about school objectives and teaching 
methods and hence this might favor their children's achievement. 
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One might also expect a strong Route of Teacher Support. It is surprising, however, 
that perceived support from teachers was not found as a salient route of support, at 
least in general. Only a specific route was found in boys. In boys, moreover, 
perceived support from teachers was not related to school achievement but only to 
participation in non-academic activities. Teachers' major aim should be students' 
school achievement but their influence, as perceived by students, seems limited to non 
academic activities in school. Moreover, in contrast to parents, teachers' perceived 
support is highly channeled through children's personality configuration, in particular, 
children's Extraversion, Agreeableness, and Conscientiousness, but not their Openness 
to Experience, as might be expected. The absence of this route in our findings is an 
important result that needs further investigation and that should be taken into account 
in teacher training. 
The Route of Friends' Support. The configuration of adolescents' personality 
is even more important for the quality of perceived support that adolescents 
experience from their best friends. Perceived support from friends is channeled 
through all five factors of personality, but even then, it remains a route of minor 
importance for school performance. The route of friends' support was only present in 
relation to mathematics achievement in the sub-sample of boys. Since it is often 
expected (cf. Parsons et al., 1982) that boys achieve higher in mathematics than girls, 
support from friends may contribute to cope with these expectations. 
In conclusion, it may be said that parents are the more important support 
providers in relation to achievement while teachers are supportive for the participation 
in non-academic activities but not for achievement. It is important to discuss the 
absence of the role of teacher support in predicting achievement outcomes. Is it due 
to their lack of professional competence or to other socio-cultural reasons? 
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The Path of Peer Relations 
This path concerned all routes with peer acceptance or peer rejection as main 
connecting variables in predicting school performance. The most salient route, the 
Route of Peer Rejection, connected low Agreeableness through high peer rejection 
with low achievement in language and mathematics but not to participation in non-
academic activities. Less agreeable adolescents have a greater chance of being 
rejected by peers; and the higher the probability of being rejected, the lower the 
achievement. This result corroborates previous findings that rejected children achieve 
less and are at risk in their social development (Kupersmidt & Coie, 1990; Newcomb, 
et al., 1993; Patterson, DeBarsyshe, & Ramsey, 1989; Wentzel, 1991; Wentzel & 
Asher, 1995). Agreeableness as a personality characteristic is closely associated with 
children's peer competence. 
This general Route of Peer Rejection was specified in several ways. First, this 
route is linked to support from parents and adolescents' family background. 
Adolescents who perceive more support from their parents are less rejected. The 
probability of adolescents being rejected by peers is lower when parents interact more 
with their children, provide more support, and encourage their children's social 
involvement (Bronfenbrenner, 1986; Dekovic & Janssens, 1992; Kurdek et al., 1995; 
Larson & Richards, 1991; Parke & Bhavnagri, 1989). Parents may not only guide 
their children in their peer relations but they may also protect them from the 
aggression and mistreatment of others. Family wealth, family educational orientation, 
as well as parents' involvement with school also enhance adolescents' perceived 
support and hence reduce the probability that their children are rejected by peers. The 
more parents are involved with school, the more they get to know other parents and, 
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thus, help their children in establishing new or closer relations with their classmates 
(Hoffinan et al., 1995). Second, the Route of Peer Rejection regards boys and girls 
differently. Especially girls, who are low in agreeableness and who perceive low 
support form best friends, run a higher risk of being rejected and to have lower school 
achievement. In boys, lower support perceived from parents is particularly relevant 
for being rejected by peers and achieving less. In girls, the low quality of friendships 
and their rejected status in class seems to be a risk factor for their school 
achievement, while in boys, lack of perceived support from parents in combination 
with their status in class seems to negatively affect their, school achievement. Third, 
consistent with findings from earlier studies, the Route of Peer Rejection provides a 
particular risk for school achievement in secondary schools and less in primary 
schools (cf. Patterson, DeBarsyshe, & Ramsey, 1989; Wentzel, 1991; Wentzel & 
Asher, 1995). Peer rejection as a risk factor for school achievement seems to have an 
accumulating effect across children's school career. Fourth, family wealth is indirectly 
related to peer rejection through Emotional Stability. Adolescents in more affluent 
families are less emotionally stable and are more often rejected by peers. More 
insecure, discontented, and envious adolescents may compare themselves with other 
classmates in terms of resources others have, making them feel more discontent. This 
perceived difference in wealth and family status, in interaction with low emotional 
stability, may put them in a situation of risky peer relations. 
The Route of Peer Acceptance is much less evident than the involvement of 
peer rejection in the prediction of school performance. This route is mainly manifest 
for boys in secondary school and is not linked to Agreeableness, but to Extraversion. 
More sociable boys in secondary school are more accepted by peers, but achieve ¡es§ 
in language and in mathematics. This specific role of peer acceptance for boys in early 
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secondary school underscores the very prominent role of peer relations in adolescents 
in the early grades of secondary school. Previous studies have found that these 
adolescents are very concerned about their popularity among peers, much more than 
about their academic accomplishments (Juvonen & Murdock, 1995). Although this 
path is not generalized it would be important to investigate this finding more closely, 
in order to understand peer relations in some schools in Lima where adolescent gangs, 
called "pandillas", are developing social and educational problems. 
In conclusion, peer rejection seems to be a generalized path for school 
achievement and not for participation in non-academic activities. It is important to 
remark its mediation role between school achievement and its predictors on this path, 
i.e., agreeableness, interpersonal support, and family context. This would support the 
predicted sequence that peer rejection is more proximal to school achievement 
although it was considered a contextual variable. Peer acceptance is a specific path 
for secondary students, which needs to be investigated further in Peru. 
Although it was not predicted, family context was also directly related to 
school performance. Achievement in language and mathematics was predicted by 
educational orientation of the family and by family wealth, whereas participation in 
non-academic activities was predicted by family composition. Since educational 
orientation and family wealth were highly correlated, both would positively affect 
school achievement because they would provide an enriched home environment with 
material as well as informational resources. On the contrary, family composition 
would not contribute to participation in non-academic activities perhaps because 
larger families may reduce their economic possibilities or because parents may rely in 
other members as caretakers of their children. 
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General Remarks about the Models 
The models studied in this project were very well suited to identify major 
paths in predictors of school performance. These results revealed useful information 
concerning the psychological, developmental, and social processes implicit in each 
path. However, the identified paths need more detailed study in order to disentangle 
the processes involved in them. As an example, differences between primary and 
secondary sub-samples in the route of peer acceptance may show a developmental 
background that needs to be studied in more detail. 
The sequence of the predictors that was examined in the models went from 
variables that were more proximal to adolescents' school achievement to more distal 
or contextual variables. In general, the results supported the proximal-distal 
continuum. Some suggestions, however, were already discussed in relation to the 
position of ideal self with regard to school achievement. Ideal self may as well be a 
consequence as a predictor of high school achievement. Moreover, since personality 
factors were not mediating between parents' support and school performance, a 
model could be tested where support from parents would be a mediator between 
personality and school performance. 
The measures used in this study as predictors provide quite specific 
information but for reasons of understanding many variables were enormously 
reduced. It might also be interesting, however, to study some of those more specific 
domains, for example, the four support domains, in their role as predictors of school 
performance. School achievement tests also involved different cognitive process 
measures that could be studied more in detail, because of their implications in 
educational as well as psychological processes. Moreover, several questions emerged 
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in relation to the support providers considered in this research. Are there other 
providers of support among the ones measured that could also be considered as 
predictors of school performance? What role do the "least liked" persons play in 
adolescents' network in relation to school performance? 
In sum, the models studied have several advantages for the identification of 
probable processes involved in achievement but they have also some limitations in the 
precision of the identified processes. 
Importance of the Findings for the Peruvian Educational System 
In the complexity of Peru's multi-linguistic, multi-ethnic, and multi-cultural 
population, education seems to be of central importance for development. 
Nevertheless, few studies and clear efforts of innovative proposals have been made. 
After a severe crisis due to political and economic changes, the Peruvian educational 
system is now in a process of drastic change on its way to improvement. A new 
Official Curriculum is likely to be approved by the Congress in the near future. 
Changes are centered mainly on learning contents, the development of educational 
materials, and teacher training. This study provides several important empirical 
results with implications for the new changes. 
The sequence in which these implications are presented here is not related to 
the degree of importance degree but to the order they were discussed previously in 
this chapter. 
First, the achievement tests developed for this study showed how mastery of 
educational objectives in the Peruvian schools could be measured in a 
psychometrically reliable and valid way. At the same time, these measurements gave 
an idea of the poor quality of the educational outcomes in four grades of the Peruvian 
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primary and secondary schools. This type of standardized tests should be constructed 
and used on a national scale in order to identify the main problems and obstacles to 
achievement in the educational system as well as to monitor individual educational 
careers. Unfortunately, still there are no standardized tests in Peru, although some 
partial efforts have shown similar results and similar poor outcomes (Grade, 1995). 
Standardized tests may also help to create an attitude or culture where achievement is 
the main goal of the educational system. In this sense, the taxonomy of objectives of 
the educational system should be in agreement with the mastery criteria. 
One of the main limitations in the Peruvian educational system is that students 
usually study only to pass tests but not to master the contents. This attitude became 
more evident since the Educational Reform of 1970, when academic competition was 
eliminated from the system. Due to the socialist background of the reform, all 
knowledge, mathematics, sport, music or other school related contexts were 
prohibited arguing that they were negative for children's development and that 
competition encouraged social differences. In a way, the goals phrased in the reform 
also marked mastery criteria that children ought to attain. For these mastery criteria, 
however, no clear standards could be identified. Therefore, for several decades 
students have had no clear definition of mastery criteria. Standardized achievement 
testing may contribute to the definition of objectives and standards of excellence and 
should be aimed at better attainment of the criteria and mastery of the contents as well 
as. Fair standardized tests should enhance the will to achieve in students. In 
summary, achievement tests may be useful as a source of knowledge about the 
standards of achievement, and as an important feedback tool to guide students' 
outcomes. 
160 Chapter 6 
Second, the role parents take on in the Path of Motivation and in the Path of 
Support is something to be taken advantage of. In Peru, formally parents are 
represented by the APAFA, that is, the "Association of School Parents". Each school 
can legally form its APAFA. The main purposes of these associations were to help in 
maintenance or construction of schools and class furniture, to act as supervisors of 
registration, to control variations in tuition fees and to collaborate on academic issues. 
In reality, parents are not allowed to participate in any academic issues. Their role is 
limited to intervention at home, that is, motivating their children to achieve. 
According to the results of this study, in general, parents seem effective in this effort. 
But a number of them may be using inappropriate or ineffective methods to promote 
their children's achievement, like punishment or extra tutoring. Because parents seem 
to transmit clear achievement goals to their children, it seems important to promote 
parents' involvement in achieving those goals. It would be important and necessary to 
canalize parents' orientation on their children's achievement in a positive direction 
through special guidelines. Parents are important agents in education and they need 
to learn not only how to inculcate achievement goals in their children but also how to 
promote their autonomy and healthy development. 
Third, in the perception of adolescents teachers have no role in adolescents' 
attainment of achievement outcomes. This result may be considered as a major issue 
to be taken into account in teacher training programs and in the changes of the 
educational system. The principal goals of teachers should not be restricted to the 
quality of their relationship with students, i.e., warmth, supportiveness, and 
responsiveness. These are only means through which they may reach their principal 
goal, that is, supporting and guiding students in the attainment of achievement. 
Teachers may be centered now on the means and not on the ends of their professional 
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involvement. When teachers aim at the quality of relationships in classes, they should 
be primarily focused on those students who are rejected. The Route of Rejection 
clearly shows that these students seem to be hindered to achieve according to their 
capacities. For proper support of these students, also cooperation with parents seems 
a necessity. 
The surprising result that students perceived teachers not as experts in relation 
to achievement attainment but only in an intuitive relation with students gives rise to 
several questions. Is the problem centered in teachers' professional competence? Or, 
is it a cultural, and social problem due to Peru's complex society? Is the philosophical 
background of Peruvian educational system mistaken? Further interdisciplinary 
research is suggested to answer these questions. 
Fourth, it is important to further consider the routes in the Path of Personal 
Orientation in the Peruvian educational system. In a multi-lingual, multi-cultural, and 
multi-ethnic country as Peru, the Route of Communication has to be carefully 
considered. Although, some efforts have been done in trying to introduce major 
native languages (e.g., Quechua) in the educational system, still no positive results 
have been achieved. Further research concerning the obstacles and difficulties created 
by communication differences and how they are affecting educational outcomes as 
well as development, are needed. 
Fifth, a generalized Route of Personal Effort should be promoted in the 
Peruvian educational system. The will to achieve as a general objective for students 
does not seem to have a counterpart yet in the objectives of the Peruvian educational 
program. A question about Peruvian education orientation appears and need to be 
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In a country like Peru with a population that presents a great diversity of 
cultures, languages, and ethnic groups, education is a major issue for individual as 
well as socioeconomic development The general purpose of this research was to 
propose and examine the taxonomy of paths in predicting adolescents' school 
performance from their personal characteristics and contextual surroundings. In 
school performance, a distinction was made between school achievement and 
participation in non-academic school activities, such as sports and arts. School 
achievement was further distinguished in language and mathematics mastery. For the 
purposed of this project, a complex set of person and context variables were studied 
that would explain school performance in a Peruvian adolescent sample. As person 
characteristics, personality and ideal self were taken into account Personality self 
report assessment was based on the Big Five-factor model. Adolescents were asked 
to describe their actual as well as their ideal personality. The discrepancy between 
both descriptions, actual and ideal, was considered as the measurement of the 
adolescents' ideal self. Peer relations, perceived interpersonal support and family 
context were considered as contextual variables. A peer nomination questionnaire 
was used to determine the adolescents' sociometrie status, that is, the probability of 
being accepted or rejected by their classmates. Interpersonal support was assessed 
through a self report questionnaire where students described the quality of support 
provided by their parents, best friend and most liked teacher. Parents' reports 
allowed information regarding the family context 
1% Summaries 
Three interrelated models of increasing complexity were empirically tested. 
The first model emphasized the association between personality and school 
achievement through ideal self and peer relations as mediators. The second model 
added a new set of variables to the first model, that is, students' perceived 
interpersonal support from parents, best friend, and most liked teacher as main 
providers. In this model personality characteristics, ideal self, and peer relations 
were kept as mediator variables between interpersonal support and school 
performance. Finally, in the third model family context variables were added (i.e., 
educational orientation of the family, family wealth, parents' involvement with 
school, and family composition) as predictors of school performance, maintaining 
perceived interpersonal support, personality, ideal self, and peer relations as 
mediator. 
This report of the study is organized in six chapters. The first one is an 
introductory chapter in which the conceptual framework of the path models is 
presented. Among the person characteristics included in the path models, 
adolescents' perceived actual personality and their ideal self were viewed as major 
predictors in relation to school performance. Among the contextual variables, 
adolescents' sociometrie status in their school class was considered as a contextual 
variable that was very proximal to their school performance. Other contextual 
variables were considered to be broader and more at a distance (more distal) in 
relation to school performance. More distal contextual variables examined in this 
study were adolescents' perceived interpersonal support from parents, best friend, 
and most liked teacher, as well as adolescents' family context, that is, the educational 
orientation of the family, family wealth, parents' involvement with school and family 
composition. 
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The methodological overview of the project was introduced in chapter 2. In 
this chapter a detailed description of the selection of the participants as well as the 
measures used in the pilot and main empirical study were presented. Participants in 
the main study were 858 Peruvian adolescents, boys and girls, from four school grade 
levels, i.e., from 5th and 6th grades of primary school, and 1st and 2nd grades of 
secondary school. School performance was assessed through language and 
mathematics achievement tests, constructed for the purpose of the study in 
accordance with the school grade level objectives, and through a self report of 
students' participation in non-academic school activities. Students' self reports were 
used to assess personality and ideal self as well as perceived interpersonal support. 
Students' peer acceptance and peer rejection were evaluated using peer nominations 
in school classes. A sample of 220 parents or other primary caregivers was involved 
in the study, which provided information about family background characteristics. 
m chapter 3 the first empirical model was presented. An initial structural 
model, where school performance was predicted from adolescents' personality 
through the mediation of ideal self and peer relations in their school class, was 
examined in this chapter. The initial model required some modification to achieve a 
satisfactory fit. In the resulting fitting model, personality was directly related to 
school performance through three major paths that ran from Extraversion, mainly in 
girls, from Conscientiousness, mainly in boys, and from Openness to school 
performance. Two indirect paths were also found, a first one through adolescents' 
ideal self that functioned as a motivational mediation process between personality 
and school achievement, and a second one through peer rejection that had the 
function of an indicator of risk for proper school achievement. 
198 Summaries 
The second structural model was tested in chapter 4, where perceived 
interpersonal support from adolescents' most salient providers of support, that is, 
parents, best friend, and most liked teacher, was added to the first model in a new 
prediction. It was assumed that interpersonal support was going to be indirectly 
related to school performance through the processes included in the initial model as 
mediators. Again, this model required modification to achieve satisfactory fit. The 
fitting model showed that parents were perceived as the most salient support 
providers in relation to school achievement in a direct path to achievement in 
language and mathematics as well as through the indirect motivational path of the 
ideal self. Surprisingly, teachers were perceived by adolescents as not being directly 
associated to achievement but only indirectly through some dimensions of students' 
personality. In the same sense, perceived friends' support was indirectly related to 
school performance through partly different personality dimensions. 
The test of the third model, where family context variables were added to the 
predictions of the previous model, was presented in chapter 5. It was predicted that 
the family context variables, that is, educational orientation of the family, family 
wealth, parents' involvement in school activities, and family composition, were 
going to be indirectly related to school performance through mediation of the 
processes included in the second model. This model also required some modification 
to achieve satisfactory fit Educational orientation of the family and family wealth 
were major predictors of achievement, directly as well as indirectly through 
interpersonal support and ideal self. Family composition was negatively related to 
participation in non-academic activities, whereas parents' involvement in school 
activities was related to school achievement through peer rejection as a mediator. 
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Finally, the direct and indirect predictions encountered in the three models 
studied were discussed in chapter 6. The taxonomy of four major paths was 
identified. The Path of Motivation represented ideal self as the major variable in the 
prediction of language and mathematics achievement. The ideal self motivates the 
achievement of highest school performance as a generalized personal goal. The Path 
of Personal Orientation identified personality characteristics as the central set of 
variables in predicting school performance. According to the personality dimensions 
involved, different domains of school performance were predicted. In this path three 
salient routes were identified, i.e., communication, effort and flexible engagement 
Through the Path of Support various domains of school performance were predicted 
according to the support providers. Adolescents perceived their parents, not their 
teachers, as the major support providers in relation to school achievement The Path 
of Peer Relations remarks the risks associate to language and mathematics 
achievement for highly rejected or accepted adolescent students. In this chapter the 
implications of the results in the Peruvian Educational System were also discussed, 
such as, the need for objective school achievement tests, the contributions of parents 
in the educational system, the role of teachers and teacher training, and the role of 
students' orientation on achievement 
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SCHOOLPRESTATIES VAN PERUAANSE ADOLESCENTEN. 
EEN PSYCHOLOGISCH PERSPECTIEF OP HUN VOORSPELLING 
VANUIT PERSOONS- EN DE OMGEVINGSKENMERKEN. 
Samenvatting 
In een land als Peru met een bevolking die zo'n grote diversiteit aan culturen, 
talen en etnische groepen kent, is het onderwijs een belangrijk thema, zowel voor de 
ontwikkeling van individuen als van de samenleving. Het voornaamste doel van dit 
project was de uitwerking en het onderzoek van de taxonomie van paden in de 
voorspelling van de schoolprestaties van adolescenten, zowel vanuit hun 
persoonskenmerken als vanuit hun leefomstandigheden. Bij schoolprestaties werd 
een onderscheid gemaakt tussen leerprestaties in engere zin en participatie in niet-
academische activiteiten op school, zoals sport en kunstzinnige uitingen. In 
leerprestaties werd verder onderscheid gemaakt nissen de leerresultaten voor taal en 
voor rekenen of wiskunde. In dit project werd een complexe verzameling persoons-
en omgevingsvariabelen bestudeerd, waarvan verwacht werd dat deze de 
schoolprestaties van Peruaanse adolescenten zouden voorspellen. Als 
persoonsvariabelen werden de persoonlijkheid en het ideaal zelfbeeld van de 
adolescenten in de voorspelling betrokken. De bepaling van de persoonlijkheid was 
gebaseerd op het vijffactoren model. Adolescenten beschreven hun feitelijke en 
ideale persoonlijkheid. Het ideaal zelfbeeld was de discrepantie tussen hun feitelijke 
en ideale persoonlijkheid. Acceptatie en afwijzing door leeftijdgenoten, 
waargenomen interpersoonlijke ondersteuning en de gezinsachtergronden van de 
adolescenten waren de leefomstandigheden die in de voorspelling werden betrokken. 
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Nominaties door klasgenoten werden gebruikt om de sociometrische status van de 
adolescenten te bepalen, dat wil zeggen, de mate waarin zij geaccepteerd en 
afgewezen werden door klasgenoten. Interpersoonlijke ondersteuning werd bepaald 
met zelf-rapportages, waarin leerlingen de kwaliteit van de ondersteuning beschreven 
die ze ervaarden van hun ouders, hun beste vriend of vriendin en van hun meest 
gewaardeerde leerkracht Ouders verschaften informatie over de gezinscontekst. 
Drie onderling samenhangende predictieve modellen van toenemende 
complexiteit werden empirisch getest. Het eerste model benadrukte de samenhang 
tussen de persoonlijkheid en schoolprestaties via het ideale zelfbeeld en via de 
relaties met leeftijdgenoten als intermedierende variabelen. Het tweede model 
voegde een nieuwe set variabelen toe aan het eerste model, namelijk de door de 
adolescenten waargenomen interpersoonlijke ondersteuning van hun ouders, hun 
beste vriend(in) en hun meest gewaardeerde leerkracht In dit model werden de 
persoonlijkheidskenmerken, het ideale zelfbeeld en de relaties met leeftijdgenoten als 
intermedierende variabelen beschouwd. Tenslotte werden in het derde model de 
variabelen betreffende de gezinsachtergronden toegevoegd (nl. het onderwijsniveau 
van het gezin, de economische situatie van het gezin, de betrokkenheid van de ouders 
bij de school, en de gezinssamenstelling) aan de voorspelling van de schoolprestaties, 
terwijl de ervaren interpersoonlijke ondersteuning, de persoonlijkheid, het ideale 
zelfbeeld en de relaties met leeftijdgenoten nu beschouwd werden als 
intermedierende variabelen. 
Dit verslag van het onderzoek omvat zes hoofdstukken. Het eerste hoofdstuk 
is een inleiding waarin het begrippenkader van de padmodellen wordt uiteengezet 
Van de persoonskenmerken die in de padmodellen zijn opgenomen, werden de 
feitelijke persoonlijkheid van de adolescenten zoals die door henzelf werd 
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waargenomen en hun ideaal zelfbeeld beschouwd als de belangrijkste voorspellers 
van hun schoolprestaties. Van de omgevingsvariabelen, wend de sociometrische 
status in hun schoolklas beschouwd als de omgevingsvariabele die heel proximaal of 
heel dichtbij hun schoolprestaties stond. Andere omgevingsvariabelen werden 
opgevat als meer algemeen en op grotere afstand (meer distaal) in samenhang met 
schoolprestaties. De meer distale omgevingsvariabelen die in dit project werden 
onderzocht waren de door de adolescenten waargenomen interpersoonlijke 
ondersteuning van hun ouders, hun beste vriend(in) en hun meest gewaardeerde 
leerkracht, evenals hun gezinsachtergrond in de vorm van het onderwijsniveau van 
het gezin, de economische situatie van het gezin, de betrokkenheid van hun ouders 
bij de school en de gezinsamenstelling. 
Het methodologisch overzicht van het project werd beschreven in hoofdstuk 
2. In dit hoofdstuk werd een gedetailleerde beschrijving gegeven van de selectie van 
de deelnemers aan het onderzoek en van de meetinstrumenten die in het 
vooronderzoek en het hoofdonderzoek waren gebruikt. De deelnemers aan het 
hoofdonderzoek waren 858 Peruaanse adolescenten, zowel jongens als meisjes, uit 
vier leerjaren, namelijk de twee laatste leerjaren van de basisschool (de leerjaren 7 en 
8) en de twee eerste leerjaren (het eerste en tweede leerjaar) van het voortgezet 
onderwijs. Leerprestaties werden vastgesteld met behulp van objectieve 
schoolprestatietests voor taal en rekenen of wiskunde. De tests waren speciaal voor 
dit onderzoek geconstrueerd in overeenstemming met de leerdoelen voor deze beide 
vakken voor de betreffende leerjaren. Betrokkenheid bij niet-academische 
activiteiten op school werd afgeleid uit zelfrapportages van de leerlingen. 
Zelfrapportages werden ook gebruikt voor het vaststellen van de persoonlijkheid, het 
ideale zelfbeeld en de ervaren interpersoonlijke ondersteuning. Acceptatie en 
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afwijzing door klasgenoten werd bepaald met behulp van sociometrische methoden. 
Een steekproef van 220 ouders of andere primaire verzorgers nam eveneens deel aan 
het onderzoek. Deze deelnemers verschaften informatie over de gezinsachtergrond 
van de leerlingen. 
In hoofdstuk 3 werd verslag gedaan van de eerste empirische studie. In dit 
hoofdstuk werd een initieel structureel model onderzocht waarin de schoolprestaties 
werden voorspeld vanuit de persoonlijkheid met het ideaal zelfbeeld en de relaties 
met klasgenoten als intermedierende variabelen. Het initiële model moest enigszins 
gemodificeerd worden om een voldoende passing te bereiken. In het resulterend 
passend model was de persoonlijkheid van de leerlingen direct gerelateerd aan 
schoolprestaties in drie paden die liepen naar schoolprestaties vanuit Extraversie 
(voornamelijk bij meisjes), vanuit Zorgvuldigheid (voornamelijk bij jongens) en 
vanuit Openheid. Bovendien werden twee indirecte paden gevonden. Een eerste pad 
liep via het ideale zelfbeeld van de adolescenten en functioneerde als een medierend 
motivationeel proces tussen persoonlijkheid en leerprestaties. Een tweede pad liep 
via afwijzing door klasgenoten en indiceerde de kans op onvoldoende leerprestaties. 
Het tweede structureel model werd getoetst in hoofdstuk 4. In het tweede 
model werd voor een nieuwe voorspelling van de schoolprestaties de ervaren 
interpersoonlijke ondersteuning van de belangrijkste verschaffers van ondersteuning, 
namelijk de ouders, de beste vriend(in) en de meest gewaardeerde leerkracht, als 
voorspeller toegevoegd aan het eerder model. De veronderstelling luidde dat 
interpersoonlijke ondersteuning indirect gerelateerd was aan schoolprestaties via 
intermedierende variabelen uit het initiële model. Ook dit model vergde enige 
aanpassing om een voldoende passing te bereiken. Het resulterend passend model liet 
zien dat ouders in samenhang met leerprestaties werden ervaren als de belangrijkste 
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verschaffers van ondersteuning zowel via directe paden naar taal- en 
wiskundcprestaties als langs indirecte weg via het ideale zelfbeeld. Tegen de 
verwachting in, was de ervaren ondersteuning van leerkrachten niet direct gerelateerd 
aan schoolprestaties, maar alleen indirect via persoonlijkheidskenmerken van de 
adolescenten. Op soortgelijke wijze was ervaren ondersteuning van vrienden indirect 
gerelateerd aan schoolprestaties, maar via ten dele andere 
persoonlijkheidskenmerken. 
In hoofdstuk 5 werd verslag gedaan van de toetsing van het derde model. In 
dat model werden variabelen betreffende de gezinsomgeving toegevoegd als 
predictoren aan het tweede model. Voorspeld werd dat de variabelen in de 
gezinscontekst, namelijk het onderwijsniveau van het gezin, de economische situatie 
van het gezin, de betrokkenheid van ouders bij schoolactiviteiten en de 
gezinsamenstelling, indirect zouden samenhangen met schoolprestaties via de 
medierende variabelen die in het tweede model opgenomen waren. Ook dit derde 
model vergde enige aanpassing om voldoende passing te bereiken. Het 
onderwijsniveau en de economische situatie van het gezin waren de belangrijkste 
voorspellers van leerprestaties, zowel direct als indirect via ervaren interpersoonlijke 
ondersteuning en het ideaal zelfbeeld. De gezinsamenstelling was negatief 
gerelateerd aan participatie in niet-academische activiteiten, terwijl de betrokkenheid 
van ouders in schoolactiviteiten gerelateerd was aan leerprestaties via de afwijzing 
door klasgenoten. Wanneer ouders sterk betrokken waren op activiteiten op school 
werden hun kinderen minder afgewezen door klasgenoten en haalden ze betere 
leerprestaties. 
Tenslotte werden de directe en indirecte paden die werden vastgesteld in de 
drie onderzochte modellen bediscussieerd in hoofdstuk 6. Er werd een taxonomisch 
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model voorgesteld waarin vier hoofdpaden geïdentificeerd werden. In het Pad van 
Motivatie was het ideaal zelfbeeld de belangrijkste variabele in de voorspelling van 
taal- en wiskundeprestaties. Het ideaal zelfbeeld motiveert adolescenten tot het 
bereiken van hoge leerprestaties als een gegeneraliseerd persoonlijk doel. Het Pad 
van Persoonlijke Oriëntatie identificeert persoonlijkheidskenmerken als de 
belangrijkste set variabelen in de voorspelling van schoolprestaties. Afhankelijk van 
de betrokken persoonlijkheidsdimensies werden verschillende domeinen van 
schoolprestaties voorspeld. In dit pad werden drie opvallende routes onderscheiden, 
namelijk de communicatieroute, de inspanningsroute en de route van de flexibele 
inzet In het Pad van Ondersteuning werden verschillende domeinen van 
schoolprestaties voorspeld afhankelijk van de personen en routes die in de 
interpersoonlijke ondersteuning betrokken waren. Adolescenten ervaarden hun 
ouders en niet hun leerkrachten als de belangrijkste verschaffers van ondersteuning in 
samenhang met leerprestaties. Het Pad van Relaties met Leeftijdgenoten indiceerde 
de risico's die adolescenten konden lopen bij hun taal- en wiskundeprestaties zowel 
als zij in hoge mate afgewezen werden als wanneer zij erg populair waren bij hun 
klasgenoten. In dit hoofdstuk werden ook de implicaties van de resultaten besproken 
voor het Peruaanse onderwijsstelsel, zoals de behoefte aan objectieve 
schoolvorderingentests, de rol van de inbreng van ouders in het onderwijsstelsel, de 
rol van de leraren en de lerarenopleiding en de rol van de oriëntatie van leerlingen op 
schoolprestaties. 
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